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CHAPTER l

INTRODUCTION

Parental involvement in the early training of their children is the
most basic form of education. Schools are absent in the cultures of
primitive peoples.

The young are not separated from their elders for

the purpose of education.
child care.

Rather, tre.ining is merely one aspect of

Methods, goals. and quality of instruction and care vary

according to tribes.

However, one commonality exists -· there ts some

type of early childhood education.
The more advanced

modern~day

civilization in the United States of

America resembles primitive societies in several features.

lf'irat, all

young children receive certain basic care and instruction, which are
usually initiated in a home situation. Second, similar to primitive cultures,
the methods goals, and quality of early childhood care and instruction
vary within the society.

Unlike primitive cultures, formal training is

available beyond the early stages of in.fancy. However, participation in
such training is not widespread. At approximately five or six years of
age, American children enter a formal school setting to undertake
further learning.

Upon entrance. large discrepancies are found among

l

2

the children regarding their readiness for further learning and self·
fulfillment.

These discrepancies are attributable, in great part, to the

varying qualities of the earliest care and training.

1

It is appalling to note that in a civilization as advanced as that of
the United States, earliest childhood care and training render a goodly
proportion of children less well-equipped for life than similar early
training in the most primitive of cultures.

Yet, as early as the fourth

century, B. c., Plato stressed the importance of early childhood.

2

Modern-day research and writing in the area of early childhood develop·
ment is not lacking.

Detailed descriptions of baste needs, growth

patterns, reasoning abilities, perceptions, and prerequisites for learning
have been long in existence.

However, the knowledge relating to early

childhood has not been widely applied.

Extending education downward to

include kindergarten, and more recently, Headstart, is a forward step.
However, recent research indicates that a stimulating environment must
begin at birth.

3

Delaying that type of environment until kindergarten, or

1
Benjamin S. Bloom; Allison Davis; and Robert Hess, Compensatory
Education for Cultural Deerivatio'b (New York: Holt, Rinehart, and
Winston, Inc., 1965), p. 12.
2

3

Plato, Laws: 643.

Be~jamin S. Bloom, Stabili!x and Change in Human Characteristics
(New York: John Wiley &t Sons, Inc., 1964), p. 72.

3

even Headstart, is too late.

Research also indicates that although

formal training is important, there can be no substitute for tb:l vita.I
role of the parents.

l

Therefore, if children are to receive the type of

early childhood care and education necessary for them to later realize
their maximum potential, information relevant to the most beneficial
type of preschool environment must be transmitted to parents.

Statement of the Problem
The objective of this study is the development, implementation,

and evaluation of an effective approach for combating the losses to
young children which occur as the result of a preschool environment

which is lacking in stimulation.
Benjamin S. Bloom, in his book entitled Stability and Change in
Human Characteristics, cites research which strongly indicates that
intelligence develops very rapidly during the child's early years.

2

Bloom also states that research indicates environmental conditions
play a highly significant role in this early development.

3

In fact, it

1

Bloom 0 Hess. a.nd Davis, Compensatory Education, p. 69.

2

Bloom, Stabilitt and Change in Human Characteristics, p. 72.

3Ibid.

4

appears that environment may influence intelligence by as many as twenty
intelligence quotient points.

The greatest consequences of environment

oci::ur during the child's first four years of life. when environment can
cause a loss of as many as ten intelligence quotient points.

The remaining

l

loss occurs during the next ten years of life.

Bloom expects that

variations in environment occurring after the child reaches eight years
of age will have little effect, while similar variations occurring during

the first four years of life can be expected to produce marked effects on
intelligence.

2

Admitting the inadequacy and inaccuracy of existing measures of
intelligence, Dr. Bloom's analysis clearly points to the fact that children
developing in an environment which is lacking in proper stimulation will
suffer some definite loss of intellectual ability, particularly during the
preschool years. Since parents. especially mothers. are the individuals
most accountable for the early environment of young children, this study
shall attempt the development of a means for effectively educating mothers
of preschool children.

Upon examination. the problem of this study

becomes fourfold.
First, the accumulation of knowledge pertinent to early childhood

-

1tbtd. • p. 71.
··'

2 1bid •• p. 72.

growth, development, care, and training must be ca.re!uUy studied.
Th.ls tnvest1ga.tJ.on will determine wha.t portion of existing information

ts most applicable to parents.

Research and writing in the lield has

rapidly increased in the past ten years.

The signliicanc:e of this material

can.not be denied; however. a large a.mount of th.is ln!orma.tlon ls heyond
the scope or interest of pa.rents.

Secondly, it mu•t be detei-mined that mothers conunonly clasalfled
as caltura.Uy diaadvanta.ged, bl terms of preparation for

ac:ademt~

and

seli·iuliiUment, do ln fact lack the lnformatlon assumed helpiul ln
structuring a stimulating preschool environment•

The early developmental

.records oi these culturally disadvantaged. Qhildren must be eompared with

similar records of children experteri.clng preschool environmental
conditions generally coneldered favorable for later academic• and selifulfillment.
Thirdly. effective means for communicating to mothers that
information deemed most crucial in early childhood care and training
mu$t be developed. Programs and approaches designed to meaningfully
invol'V'e pa.rents in the early chlldb.ood educational process a.re not a new

phenomenon. However- these prograrna and appruaches are generally
structured b nature, and require one or rnore of the tbllowlng activities:
class session&, lectures, group •work, motbers' clubs. home visits. or
participation tlu.•ough an agency in which the cbl)Q attends sessions. Often

6

those mothers most urgently mteding asslsta.nce and info:rination do not
become active in a.ny of the activities listed above.

The causes for

their lack of participation af'e numerous •• ranging from embarrassment
to lack of time. :Frequently. as.r:d.ata.nce is offered too late for maximum

benefits to accrue.

There.fore, the m.ethod developed for effectively

educating mothers of potentially environmentally disadvantaged children
must be economical in terms o! time and inoney and available soon after
the chlld•s birth. Volames currently in print deal largely with later
preschool years. These books are written at reading levels too difficult
for many of the most needy mothers.

White existing approaches for the

education of. parenb tend to require scheduling, profes•lonal supervision,
and conslderable expenditures o! time and money. the materials
resulting from this study shall be designed for quick. independent u.ae.
The final phase of the problem ls the actual use of tbe approaches
and materials developed. Mothers of potentially environmentally

disadvantaged cbUdren wW be provided with materials resulting from
the study.

The effectiveness of thes.e materials 1n enlightening mothers

of preschool children wUl be ata.'llsticaUy determined.

In aw:nma.:ry, the main objective of thls study ts the development.
lmplementa.Uon, and evaluation of an effective. economical. independently
utilized approach to ininimlze losses suffered by children as a result
of a preschool environment laeldn.g ln stimulation due to lna.dequacies in

7

parent knowledge regarding early childhood.

The four main aspects of

the problem are:
1.

Determining the knowledge which is most
vital to parents of young children

z.

Determining what large groups of mothers
do not possess the knowledge

3.

Developing an approach for communicating
the know ledge

4.

Evaluating the effectiveness of the approach

Significance of the Problem
Abraham Harold Maslow has stated that: u The needs to know and
to understand are seen in late infancy and childhood. perhaps even more
strongly than in adulthood.

Furthermore. this seems to be a

spontaneous product of maturation, rather than of learning, however
defined.

Children do not have to be taught to be curious.

But they

may be taught. as by institutionalization, ,22!. to be curious."

l

The

effect of institutionalization to which Maslow refers is the result of
an environment lacking in stimulation.

Many children living within a

family unit suffer a similar loss q:f curiosity due to the similar lack of
a stimulating environment.

This problem, which is the subject of this

study, is indeed significant.

1

Abraham H. Maslow, Motivation and Personality (New York:
Harper & Row, 1954), p. 96.

8

This loss of natural curiosity and the simultaneous severe loss of
intellectual ability, to which Bloom refers,
fully realize their potential capabilities.
to live a life of reduced effectiveness.

1

render children unable to

These children do not choose

The choice is unwittingly made

for them by parents who do not know how to best provide for the total
development of young children.
The democratic belief in the value of each individual demands that
there be concern for these children. All men are created equal.

At

birth, the children born into environmentally disadvantaged circumstances
possess innate abilities identical to those of more environmentally
privileged children.

However, these disadvantaged children are not

given the opportunity to fully develop these abilities.

Through no fa.ult

of their own, they must tackle the endeavors of life less equal to the
task than others of more fortunate environmental placement.

All

children have the right to an equal chance for maximizing their individual
human potential.

The significant problem with which this study deals

involves the elimination of the unequal environmental conditions into
which equal individuals are born ••

1Bloom, Stability and Change in Human Characteristics. p. 72.

9

Definition of Terms
Many of the terms used frequently throughout this paper are subject
to a variety of slightly different interpretations.

definitions are specfically stated.

Therefore, th.e following

Any other terms not included below

which would be subject to several interpretations are defined at the time
used.

Development -- "The result of all kinds of growth changes as they merge
to fo1·m a whole organism. "

l

Developmental task .... "A task which arises at or about a certain period
in the life of the individual, successful achievement of which leads to his
happiness and to success with later tasks, which failure leads to unhappi•
ness in the individual, disapproval by the society. and difficulty with
later tasks. 112

Education .... "Cumulation of experience, the meanings, habits, echoes of
the past which are available and operative in the present. 113

1George Beauchamp, Planning Elementary School Curriculum (New
York: Allyn & Bacon, Inc., 1956). p. 93.
2

Robert J. Havighurst, Human Develo2ment and Education (New York:
Longmans, Green, &: Co., 1953). p. 2.
3stephen Ross, 'l;'he Meaning of Education (Netherlands: The Hague,
1966), p. 23.

10
.Environmentally disadvantaged -- (synonymous terms .. culturally
disadvantaged, under-privileged, socially disadvantaged, culturally
deprived) Children who have not been provided with an adequately
stimulating environment which produces skills in physical coordination,
hearing, seeing, thinking, and communication which subsequently lead

to maximum self-fulfillment.

Growth-· "Any organismic phenomenon that is characterized by change. ,,l

11

lntdligence ....

The aggregate or global capacity of the individual to act

purposefully, to think rationally, and to deal effectively with his
environment.

11

2

Learning -· "Modification of behavior because of experience in an
environment. "

3

Maturation .... "P.chievement of functional capacity. 114

!Beauchamp, Plannins Elementarx School Curriculum, p. 92.
2 oavid Wechsler, The Measurement of Adult Intelli ence, 4th Ed.
(Baltimore: Williams and Wilkins Co., 1960 , p. 7.
3 Beauchamp, Planning Elementary School Curriculum, p. 113.

"1!!ili!·,

p. 93.

11
Needs - - "Any beneficial object or condition of which an individual for
one reason or another may be deprived; whether or not he fully realizes
the exact nature or importance of his deprivation, and when its absence
produces desire and striving or sets up tensions which demand release. 01
Needs can be organized according to a hierarchy• with the most urgent
needs at the base, and the deferrable needs occurring at higher levels.
The lack of satisfaction of lower order needs can interfere with the
realization of higher needs.

The most basic needs are physiological needs,

followed in order of priority by safety needs, love and belonging needs,

esteem needs, and self-actualization needs. 2

Objective .... Desired change in the learner's behavior as a result of
instruction, stated unambiguously in terms of performance of knowledge
to be demonstrated at the termination of the learning situation.

Pattern -- "Amount of growth that takes place in a specific individual
within a given period of time. 113

1wnuam C. Trow. Educational Psychology (Boston: Houghton
Mifflin Co. , 1931), p. 31.
2Abraham H. Ma.slow. "Higher and Lower Needs,
!ychology, XXV (April, 1948), pp. 433-436.

n

Journal of

3 Beauchamp, Planning Elementary School Curriculum, p. 94.

12
Programmed instruction .... "The selection and arrangement of educational
content based upon what is known about human learning theory.

It is the

process of constructing sequences of instructional material in a. way that
maximizes the rate and depth of learning. fosters understanding and the
ability to transfer knowledge to new situations, facilitates retention. and
enhances the motivation of the student.

111

Readiness -- The point at which an individual has attained the level of
maturation and acquired the experiential background sufficient to
undertake the learning of a new task.

Sequence ·• "The order of growth events that is common to most
children."

z

1Julian I. Taber. Robert Glaser. and Halmuth H. Schaefer, Learnand Programmed Instruction (Reading, Massachusetts: Addison-Wesley,
1965), p. z.

zBeauchamp, Planning Elementary School Curriculum, p. 93.

13

Organization of the Remainder of the Study
Chapter one has provided introductory material explaining the
problem involved in this study.

The significance of the problem was noted,

and terminology subject to varying interpretations was precisely defined.
Chapter two presents as analysis of related literature and research.
This analysis is conducted in two parts.

The first section includes a

review of the literature related to early childhood growth and development
and the effects of environmental disadvantagement during this period.
The second section includes a review of literature related to the
development of seli ... instructional materials.

The availability of self-

instructional materials appropriate for solving the problem is determined.
A comprehensive description of the considerations and activities
culminating in the development of self•instructional approaches for solving
the problem of early environmental disadvantagement comprises the
third chapter.
The fourth chapter deals with the pilot study, selection and description of participants, measuring instrument, and collection of data.
A complete statistical analysis of the data collected follows in
chapter three.

The statistical findings are also carefully interpreted.

Finally, chapter six includes a summary, list of conclusions, and
a statement of recommendations based upon the total endeavor.

14

CHAPTER II
.REVIEW OF RELATED UTERA TURE

Early Childhood

Developme~

Introduction

nus

research p:r-oject relates directly to two major areas . The first

area. involves the effect of environment on early childhood growth and
development, and the second concerns the development, implementation,
and evaluation of self•lnstructlonal learning materials.

Thel:'efore, the

review of related literature la conducted ln two phases.

The first section

deals with literature in the f'ield of early childhood growth and development
and the effects of environment during early childhood. Self•lnstructlonal
techniq,uea and ma:terials al."e considered in the second section, with
emphasis upon their relation to improving early environment.
'!'be :review of related literature ia an attempt to develop expertise
in the subject•matter which ts relevant to the solution of the problem

under consi.derad.on. .'Fa.mUlarlty with historical perspectives, background
information, current trends, and research flndings ls sought as a. result
of thorough examination of a wide range of reference materials.

Historic&! ,Perspective .... PhUoaopWsal

Ba.~Jyrou.nd

The importance of parental influence during early childhood is nr.>t

a recent revelation. As early aa the ninth century B. c., the ancient
Hebrews recognized the significant role 0£ the parent.

The Old Testament

15

states that the family is tht: chief' educational institution, and the proper
upbringing of children is t.11.e highest function in life.

The prophet Isaiah

suggested that education should be begun as soon as the child is weaned. 1
Preschool education under the direction of parents was a common situation
among the ancient Hebrews.
The Spartans also regarded early childhood as a crucial period.

The

felt that the environment and training during these years was so critical
that they did not trust the family to participate in early childhood responsi•
biliti es beyond the performance of minimal duties.
begun at birth.

Infant training was

z

Like the Spartans, Plato realized that the earliest years were the
most formative years.
with skepticism.

Plato similarly viewed the family role in education

Due to the extreme consequences of inadequate education

during these years, Plato advocated that it should be state controlled. In
the Laws, which he wrote during his later years, Plato writes that "the
most important pa.rt of education is righ* training in the nursery. 11

3

11saiah. 28:9.

2 Mehdi Nakosteen, The History and Philosophy of Education (New
York: The Ronald Press, 1965), p. 75.

3 Plato, La.ws: 643.

16
Aristotle did not agree with Plato.
should receive home care and training.

1

He believed that infants
However, Aristotle's concep·

tion of the content of early education is very limited and consists
principally of allowing the young child to imitate others.
The ancient Romans had few schools.

2

The education of young

children was almost solely the task of the mother and father.

During

the first century, A. D •• Quintilian wrote:
In parents I should wish that there should be as much learning
as possible. Nor do I speak. indeed, merely of fathers; for
we have heard that Cornelia, the mother of the Grachii ••••
contributed greatly to their eloquence •••• Nor let those parents
who have not had the fortune to get learning themselves. bestow
the less care on the instruction of their children, but let them
on this very account, be more solicitous as to other particulars. 3
Quintilian perceived the period of early home education as the prime
'

determinant of future success or failure in stibsequent learning.-..:
The early Christians continued the tradition of family training
which had been a cardinal feature of the earlier Jewish philosophy.
Scriptures instruct:

1
Nakosteen, The History
2

~.

ang

Philosophy o,f Education, p. 104.

p. 578.

3 ouintilian, J~stitutes.. of Oratory (London: Bohn, 1856), Bk. I,
Chapter I, p. 6.
4

Robert R. Rusk, '?he Doctrines of the Great Educators (New
York: Macmillan and Company, 1965), p. 41.
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He, therefore, that neglects to admonish and instruct his own
son, hates his own child. Do you, therefore, teach your child
the word of the Lord. Bring them under with catting stripes,
and make them subject from their infancy, teaching them the
Holy Scriptures ••• and delivering to them every &acred writing. 1
According to the Christians, training was to begin in the home during
early infancy.

The parents were deemed the primary educators and

charged with the moral obligation to instruct their children in religious
matters.
In 1628, John Amos Comenius presented his plan for sound early
childhood education within the home surroundings.

Comenius felt that'

the early home environment provided the foundation for later education.
He outlined steps for the establishment of Mother Schools, or Schools of
Infancy.

These nschools 0 were to be initiated in every home upon the

birth of a child.

The parents would operate the "schools" during the

first six years of the child•s life, during which time the child would
receive instruction in the use of his senses, use of his hands, development
of language, and development of memory.

Mehdi Nakosteen reports

that Comenius recommended methodology and techniques which "foster
learning by experience, whether H: be experience of observing, touching,
and smelling in science lessons, writing, reading, making things in art

1Alexander Roberts and James Donaldson, Translators, Apostolic
Constitutions, ll (Edinburgh: T. & T. Clark, 1870), pp. 113•114.
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subjects, or speaking about interesting things in language lessons.

1

Jean Jacques Rousseau delved deeply into the topic of early childhood
/

education. His revolutionary book., Emile, appeared in the mid•l700's.
This masterpiece advanced an educational program based upon the basic
premise that children are, by nature, good •. Children are corrupted by
society.

Therefore, early education should allow children to develop

naturally, with a minimum of social inhibitions and restrictions.

Early

training should be founded upon the natural state of children, with parents
acting as catalysts in the process of self•education.
learn by exploring, experiencing, and questioning.

The children should
However, this

educational process should ultimately lead to the ability to assume a role
in society.
learning.

Between the ages of one and five, the home is the center of
The father assumes the teaching function. while the mother

acts as nurse.

2

The books, Leona.rd and Gertrude and How Gertrude Teaches her

Children, by Johann Heinrich Pestalozzi are another milestone in the
literature relating to early childhood and home influences. In 1781.
Pestalozzi began publishing writip.gs that stressed the highly prominent

1Nakosteen, The History and Philosophy of Education. p. Z84.
2

Ibid. • p. 311.
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position of the home in first educational experiences.

He sensed that

motherst if properly trained, possess the greatest potential as teachers.
Mothers, alone, have the distinct capability of coupling maternal love
with instruction.

Pestalozzi regarded this combination with awe.

The

concept of developmental learning -· providing the foundation for
systematic, sequential, step•by·step learning by realizing that each new
educational experience depends upon the mastery of the previous step ....
was central in Pestalozzi's thinking.

Pestalozzi stressed that the child

should be studied to determine his needs and abilities, and educational
situations should be structured according to the developmental stages of
the child. 1
The educational doctrines of John Locke deal indirectly with the
importance of early childhood education.

Locke re:tbudiated the theory of

innate ideas and inherited depravity p1·eviously expounded.
the child's mind is a "tabula ra.sa" (blank slate) at birth.

He wrote that
Through

education, the child progresses from ignorance to a state of knowledge.
Locke hoped that educators would incorporate fun and enjoyment into
every learning setting.

He recoghized the importance of play in the

education of young children.

Locke also realized that it was important

1Ibid •• pp. 325•326.

2 Rusk, The Doctrines of the Great Educators, p. 131.

2
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to carefully study children to determine developmental patterns and needs.
The work of Friedrich Froebe! is often cited as the most notable
contribution to early childhood.

the tutelage of Pestalozzi.

Froebel spent his student years under

Similar to several of the other philosophers

and educationalists previously revie·wed, Froebel maintained that children
develop in fixed patterns.

This continuous progress must be nurtured

and maintained. 2 Froebe! divided the development of children into stages
quite reminiscent of those designated by Rousseau in his book, Emile.
The major undertaking during infancy is sensory development.

Froebel

concurred with Locke in the sign.Uicance of play as a learning endeavor
in the childhood years. However. Froebe! stressed that play activity must
be structured in terms of desired developmental learning~ Fl:'oebel is

C:J:'edited with establishing the first kindergarten.

The''children•s garden 11

was founded in Gern-...any in 1837. 4 The kindergarten was an attempt to
maximize the early childhood yea.rs by intervening in the former preschool

1tbid., PP• 143•146.
2lbid., pp. 261-274.

-

3

Nakosteen, The History and Philosophy of Education, p. 355,

1
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environment in order to promote the most advantageous learning
experiences.
Mrs. Carl Schurz, who was one of Froebel's students, foWlded the
first kindergarten in the United States.
garten in Watertown, Wisconsin.

In 1855, she opened her kinder-

Mrs. Schul'z inspired many others

with Froebel•s philosophy and educational pedagogy. Among those
influenced by Mrs. Schurz was Elizabeth Peabody.

Miss Peabody

originated a kindergarten in Boston in 1860 and was responsible for
kindling the kindergarten movement in Chicago as a result of speeches
she delivered there. 1 The first kindergarten in Chicago was established
by Mrs. Eliphalet Wickles Blatchford in 1867.

Until the devastation of

the Chicago Fire, the kindergarten was located in her home at 375 North
LaSalle Street.

2

The Italian physician and educator, Maria Montessori, cannot be
overlooked in reviewing the literature of the history of child development.

Madame Montessori graduated from medical school in 1894. L"'litially she
worked with "defective children" Wlder the direction of Edward Sequin.
Dr. Montessori was fascinated b}" Sequin's methods for teaching this type

1Agnes L. Adams, et al., The KindergartP.n Centennial: 1837-1937

(Chicago: 1937), p. l.
2

A. T. Andreas. History of Chicago (Chicago: A. T. Andreas Co.,
1885), p. 103.
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of child. In 1898, she founded the Orthophrenic School in Rome.
Employing the methodology and techniques she had gained as a result of
her work with Sequin, Montessori enjoyed great success in teaching
"defective children'' to read and write.

She made some slight modification

and adaptation of the methods and was convinced that her impressive
achievements with mentally handicapped children were but a preview of
even greater gains that were possible by utilizing the same methods with
normal children. In 1907, Maria Montessori established the Casa dei
Bambini, which was the forerunner of a number of infant schools in
Italian tenement areas.

The Montessori system might be considered more

striking in some aspects: however it bears notable resemblance to the
system designed by Froebe!.

Many of Dr. Montessori's ideas have been

implemented in Montessori schools throughout the world.

The attempt

to intervene in the environment of disadvantaged children in hopes of
enriching their preschool years for later academic learning is common
to current intervention programs.

In fact, many of Maria Montessori's

ideas and methods are employed in these programs.

1

John Dewey viewed all acti"Yity in terms of relative means and ends.
He regarded life as a series of events, or ends, providing the means for

1Rusk, The Doctrines of the Great Educators, pp. 281.. 291.
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another event. or end.

He believed that children should be educated to

cope with future, rather than current. situations.

Dewey's philosophy

is prevalent in the thinking of many ind! vi.duals dedicated to young
children.

The school should be based upon life itself.

Children should

learn through an activity program, in which they are given the opportunity
to interact with the environment, which has been planned to facilitate
certain learning outcomes.

1

Current early childhood specialists would

generally accept Dewey's description of a school as their description of
ideal preschool learning experiences.

Scientific Background
Child development as a science can be traced to fairly recent times.
The earliest studies, which are dated in the 1760 1s, deal merely with
increments in size.

These studies were conducted by Montbeillard,

Quetelet, Porter, and Bowditch.

2

The work of Binet, beginning in 1908,

sparked interest in the study of mental growth.

G. Stanley Hall and Earl

Barnes conducted early investigations involving the developmental aspects
of child psychology.

3

1

Ibid., pp. 307-318.

2

Encyclopedia of Educational Research (New York: MacMillan &
Co., 1950), p. 137.
3

~,

p. 137.

and the corresponding lnttn.••relatlonablps and lnter•depeildencles involved
in t:bb growth.

l

Baldwin's Wl)rk culn1tnat-ed in t..1te development of a

?

edentists such as Willard Obon.""'
The 1920'& witnessed great advances In the fleld o!

-

lxbw.,

p.

u1.

~hUd development
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with accompanying photographs and illustrations.

Ohio founded the Fels Institute in 1929.

1

Antioch College of

The institute con<lucts longitudinal

studies of child growth and development by following children from the

time of the mother 1 s pregna.ncy until school age.

2

During the 1930's, centers dedicated to the study of children were
established throughout the country.

3

Individuals such a.s Shirley and Boyd,

McGraw. Todd, Washburn, Wetzels, and Stuart began the professional
study of young children from a variety of points•of-view, ranging from the

anatomical to the psychological.
The greatest volume of early research findings in the area of early
childhood growth and development was accumulated and disseminated
through the efforts of the Society for Research in Child Development. which
was founded in 1935.

4

Periodicals have also proven an important vehicle

for transmitting these important findings.

Many new journals which are

concerned primarily with child development have appeared as a result
of the recent early childhood movement.

journals is included in appendix D.

A listing of some of these

Organizations dedicated to young

children have also grown in the 1>4st fifty years.

1Ibid., p. 137.
21bid.' p. 137.
3
4

Ibid.' p. 138.
Ibid.

Many of these
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organizations publish pamphlets dealing with early childhcod. A listing
of these organizations is found in appendix E.

DescriJ?tion .... Heredity and Environment
An examination of the literature under consideration reveals many

definitions for the term "intelligence. " These definitions vary in their
amount of detail and in clarity.

One of the commonly accepted definitions

merely states that intelligence is that which intelligence tests measure.

1

In view of the well•documented inadequacies of intelligence testing.
a statement which defines intelligence in terms of such testing has little
utility.

2

The definition which was presented in the introductory chapter

of this study was :formulated by David Wechsler.

He states that 11 intelliger

is the global capacity of the individual to act purposefully, to think
rationally, and to deal effectively with his environment. 113 The primary

1Carter V. Good. ed. , Dictionary of Education, 2nd edition (New
York: McGraw .. Hill Book Co., 1959), p. l.
2 Robert Rosenthal and Lenore F. Jacobson. "Teacher Expectations
for the Disadvantaged, 11 Scientific America,n, Vol. 218. No. 4 (April,
1968), 3-7.
3wechsler, The Measurement of Adult Intelligence, p. 7.
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concern of this study is the maximizing of this capacity.
The foremost influence upon intellectual ability, as defined by
Wechsler, has been debated.

In 1859, Darwin's evolutionary theory

supported the position that intelligence is fixed by nature. According
to Darwin, intelligence is determined by the progenitors. Other scientists
following in Darwin's footsteps accepta:i the notion of intelligence fixed
by nature. Sir Francis Galton believed human

char~cteristics

were

dictated by heredity. 2 Numerous college students studying under G.
Stanley Hall also became indoctrinated into the idea of fixed intelligence.
Hall was a staunch supporter of the theories of evolution.

3

A definite relationship between heredity and intelligence was
established through research efforts conducted by C. L. Burt which
involved children of varying degrees of genetic similarity.

4

Identical

1Charles Darwin, Orisin of Species (London: Murray, 1859),
Passim.
2

Francis Galton, Hereditary Genius: An Inquiry into Its Laws and
Consequences (London: Macmillan &: Co., 1869), Passim.

3 a. Stanley Hall, "The Content of Children's Minds on Entering
School, 11 Pedagogical Seminary, Vol. I (1891), pp. 139-173.
4

c.

L. Burt, "The Inheritance of Mental Ability," American
Psychologist, Vol. 13 (1958), pp. 1-15.
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twins exhibited the closest genetic structure.

The study compared the

intelligence of identical twins, non•twin siblings. and unrelated children.
The correlation coefficients for intelligence between identical twins

reared together was • 925. Non•twin siblings reared together produced
a correlation coefficient for intelligence of • 538.

Lastly, the correlation

coelficient for the intelligence of unrelated children reared together was

• 269. Burt reasoned that if the correlation coefficients for intelligence
between identical twins reared apart was greater than the coefficients
for non•twln sibUlngs or unrelated children reared together, heredity
was clearly isolated as the key factor in intelligence. Burt•s
investigation yielded a correlation coefficient 0£. 876 !or the compared
intelligence of identical twins raised apart.

This coefficient clearly

exceeds the coefi'lclent of .. 538 reported for non•twin siblings reared
together and the coe££te1ent o! • 269 !or unrelated children reared
together.

Therefore, the role of heredity appears vividly defined.

However, the !act that identical twins reared together did demonstrate
a closer resemblance in intelligence presents some interesting questions.
Newman, Freeman. and Holzinger conducted a study quite simUar
to that undertaken by Burt.

They found that identical twins correlate

at approximately the • 90 level in intelligence; whlle fr a tern.al twins correlate at approximately the .. 65 level in intelligence; and non•twin siblings
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correlate at approximately the • 50 level.

Upon first perusal, this

data appears to corroborate Burt's findings regarding the hereditary
determination of intelligence.

In actuality, these correlation coefficiem

strongly suggest the existence of factors in addition to heredity.

It is

a biological fact that identical twins are monozygotic, indicating that
they have developed from one fertilized zygote.

After fertilization,

the zygote splits into two separate cells which will produce two separate
organisms. However, since both organisms have been produced f:rom
a single zygote and sperm, they will possess identical sex and heredity.
The high coefficient of correlation for intelligence betvleen identical
twins is, therefore, quite understandable.

However, in the Newman,

Freeman, and Holzinger study previously described, the correlation
coefficient for intelligence between fraternal twins was • 65; while the
coefficient for non•twin siblings was only • 50. 2 There can be no

genetic explanation for this phenomenon.

Fraternal twins are dizygotic.

They develop as a result of the fertilization of two separate eggs by
separate sperm cells.

Fraternal twins inherit no greater genetic

similarity to on another than non-twin siblings.

In fact, fraternal twins

(·

1H.H. Newman, F.N. Freeman, and J.K. Holzinger, Twins: a
Study of HereditX and Environment (Chicago: University 0£ Chicago
Press, 1937), p. 251.
2
~· p. 251.
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may even be of different sexes.

The more significant correlation

coefficient discovered between fraternal twins suggests the importance
of environment.

Each fraternal twin grows and develops in an

environment which largely resembles and corresponds to the environment surrounding the other twin.

The early environments of non-twin

siblings born some years apart does not usually produce such marked
similarities.
Anastasi reports that the intelligence quotients of identical twins
reared apart during their first three years of life vary in proportion
to the educational advantage in the distinct envlronments.

1

1£ identical

twins are separated, but placed in similar environments. their
compared intelligence quotients will differ only slightly.

However, if

the conditions prevailing in the environments differ ...vi.dely, the compared
intelligence quotients will also differ widely. Sontag conducted research
which revealed that environment can effect intelligence by as many as

twenty intelligence points.

2

The validity of the concept of intelligence

1Anne Anastasi, Differential Psychologl (New York: Macmillan
& Co., 1958 ), p. 299.

'

2 Lester W. Sontag, Charles T. Baker, and Virginia L. Nelson,
"Mental Growth and Personality Developments: A Longitudinal Study,"
Monographs of the Society for Research in Child Development, Vol. 23,
No. 2 (1958), 1·143.
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quotients might be debated.

However, research proves that intelligence

tests do provide a valid predictor of later academic success.

1

Despite

skepticism which is associated with intelligence quotients, a loss as
substantial as twenty points certainly merits concern.
Benjamin Bloom bas synthesized and interpreted research findings
from over one thousand longitudinal studies dealing with the growth
a.nd development of human characteristics. 2 He reports some estimates
of the relative importance of heredity in the matter of intelligence.
For example. Woodworth regards 60% of intelligence as attributable
to heredity; Newman, Freeman, and Holzinger estimate 65% to 80%
attributable to heredity; Burks believes that 66% is attributable to
heredity; Leahy estimates 78%; and Burt feels that 77% to 88o/o of
intelligence is determined by heredity.

The crucial element in the

above estimates is the £act that all these researchers do acknowledge
the role of environment in i."ltellectual development. If an environment
was so lacking as to provide nothing, or very little. in the way of
support for intellectual growth, then the percentages listed above
could be converted into hypothetieal intelligence quotient losses which

1Henry C. Lindgren, Don Byrne, and Lewis Petrinovich, Psychology:
an Introduction to a Behavioral Science (New York: John Wiley & Sons,
Inc •• 1966), p. Z48.
?

'"'Bloom, Stability and Change i,n Human Characteristics, p. 71.
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closely approximate the findings of Dr. Sontag, which were reported
earlier.
Bloom further writes that:

1

Intelligence is a. developmental concept, just as is height,
weight, or strength. There is increased stability in
intelligence measurements with time. However. we
should be quick to point out that by about age 4, 50% of
the variation in intelligence at age 17 is accounted for.
This would suggest the very rapid growth of intelligence
in the early years and the possible great influences of
the early environment on this development.
We would expect the variations in the environment to have
relatively little effect on the I. Q. after the age of 8, but

we would expect such variations to have marked effect on
the I. Q. before that age, with the greatest effect likely to
take place between the ages of a.bout l to 5.
The early belief in fixed intelligence caused the improvement of
intelligence to be viewed solely as an eugenic matter.

The value,

importance, and necessity of improving early childhood environments
was not recognized.

Research findings have rendered the notions of

fixed intelligence obsolete. 2 Scientists accept the fact that heredity
and environment interact in the determination of intelligence. An

environment lacking in the types of materials and experiences conducive
to intellectual growth can produce' devastating results in terms of fo.e
child's realization of his fulle,st innate capabilities.

1Ibid. , p. 68.

2!!ili!:. , p. 71.

Abandoning the
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notion of fixed intelligence and accepting the vital role of environment
has resulted in the formulation of numerous intervention attempts which

seek to enrich the early childhood environments of those children born
into homes which previously did not provide for maximization of potential.

Health and Nutritional :Factors
Poor health and nutritional conditions have been isolated as one of
the key environmental factors in the intellectual development of the
young child.

Research conducted with lower-order animals, as well as

with humans, indicates that nutrition is highly significant in infancy and
early childhood.

Philip E. Vernon reports that:

l

Apparently the infant bra.in is particularly vulnerable to
dietary deficiencies during later pregnancy and early
feeding, say from three months before to six months
after birth. The damage occurring then to the brain cells
from lack of protein, proper vitamins, and other crucial
elements may be irreversible; it cannot be ma.de up even
if the older infant or child is relatively well fed.
Vernon cites research conducted by M. Stoch. who attempted to determine
the extent of the deficit caused by malnutrition.

2

Stoch conducted a.

longitudinal study of South African children who were the victims of
severe malnutrition during the .first two years of life.

He compared the

group with a comparable group of children who had enjoyed adequate

1Philip E. Vernon, Intelligence and Cultural Environment (London:
Methuen & Co.• Ltd., 196~). p. ~7.

zlbld.
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nourishment.

He found that the group suffering from malnutrition scored

15. 7 intelligence quotient points below the control group on the South Afrkan
version of the W. I. s. C. Full Scale.
Vernon also reports on the research findings of Harrell, Woodyard,

and Gates.

1

Low•income mothers were provided with a supplementary

diet during pregnancy.

The children of these mothers scored a mean

difference of five points higher on intelligence tests administered at
three to four years of age than did children of mothers who did not
receive the benefits of a supplementary diet.
C. L. Burt discovered that children who are retarded in school or
score below average on intelligence tests also exhibit a greater than
average proportion of susceptibility to minor illness. disease, sensory
problems, and other physical defects.

z

Research previously cited indicates that there is a definite
relationship between nutrition and intelligence and general health and
intelligence.

Sensory-Perceptual-Motor Factors

•

Jean Piaget has formulated an interesting theory of the developmental

1tbid., p. 36.

-

-

2lbid. • p. 36.
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process from early childhood to adolescence.

Piaget's ideas are based

upon his extensive observation of a number of children.

His theory of

development suggests that in the earliest stages of growth and development
children must experience a wide range of sensory stimulation which
provides the foundation for the child's perceptions of the world of objects.
The later stages of conceptual development rely upon this initial percep•
tual learning.

Basically, Pia.get calls the first stage of intellectual

growth the sensory•motor stage.

During the period extending from birth

until approximately two yea.rs of a.ge, the child reacts to his environment
through the use of his senses.

By effectively employing his senses, the

child learns the properties of the objects in his immediate environment.
Experiments have been. conducted with animals and these experiments attempt to establish a relationship between early sensory•motor
stimulation. advocated by Piaget. and later intellectual development.
For example, Levine found that merely handling baby rats increased the
rats' later responsiveness to their immediate environment.

Other

experiments indicate that the greater the variety of stimulation and
freedom present in the early environment, the greater the intelligence
'
,.,
and problem-solving ability • .: .

1Jean Piaget, The Psychology of Intelligence (London: Routledge,
1950), Passim.
2

Vernon, Intelligence and Cultural Environment, p. 39.
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Research conducted with infants developing in primitive cultures
and with infants developing under institutionalized conditions supports
the conclilsion that sensorY"perceptual""motor stimulation is necessary
in the preschool environment.

Spitz, Goldfarb, and Dennis fotmd that

children reared in institutions characterized by few physical, adult
contacts and slight sensory-perceptual-motor stimulation were severely
retarded.

1

Skeels closely followed the progress of orphans growing-up

in differing environments. 2 At eighteen months of age, twelve children,

selected from a group of twenty ... four children, were transferred from an
environment extremely lacking in stimulation to a.n institution providing
considerably more care and stimulation. After twenty•iive years, the
twelve children who remained in the environment of little stimulation

were still institutionalized. or working in low•grade occupations.

'I'he

twelve children who had been moved into a stimulating environment were

normal adults, employed in self-supporting occupations.
Jean Piaget•s emphasis upon the pre-operational stage of sensory·
motor activity as the foundation for later learning appears justified.
The sensory•perceptual· motor experiences occurring from birth through
<

1
Ibid. • p. 39.

2

~·, p.

40.

37
eady childhood have been proven significant in the total development and
ultin1ate self-fulfillment of the child.

1

Language Factors
Language is often regarded as a prime component in intellectual
Children need language in thinking and problem .. eolving

development.
activities.

Two Russian psychologists have pointed out

inner-speech for self-direction.

2

th~t

children need

In verbalizing a situation through the

use of inn.er•speech., planning is facilitated because prolonged trial and

error can often be avoided.

Children develop their self·concept as a

result of internalizing other individual's reactions to them.

Many of these

reactions are communicated to children through the medium of speech.
Therefore, the development of a self•concept is at least partially dependent
upon language.
Basil Bernstdn states that lower-class children demonstrate
language patterns which exist predominantly to communicate immediate
needs.

3

The lowe1••class language is very informal.

Middle.·class

1
Ibid., p. 40.
2

.lliS: ,

p. 4 7.

3Basil B. Bernstei11. "Social Class and 1..inguistlc Development: A
Theory of Social Learning," Education, Economy and Society (Glencoe:
The Free Presa,. 11}61), pp. 288-314.

38

children possess both informal and formal language.
often deals with concept relationships.

The formal language

Lower-class children exhibit

greater difficulties than mlddle•class children in solving problems which
require abstract language.

l

There can be no doubt that language and thinking differ according to
purpose.

Middle-class children have informal linguistic patterns quite

similar to lower•class children.

This informal language is effective for

expressing their immediate needs and communicating about immediate
situations.

However, middle•class children also possess more formalized

language patterns which appear to be necessary for certain higher level
thinking and advanced problem-solving.

Middle•class children are able to

shift into this type of language when consequences dictate its use.

Lower-

class children possess informal language but appear somewhat deficit in
the formal language required for abstract thinking. 2

Current Studies
William Fowler has reported that seemingly minimal preschool
experiences. if carefully planned and organized, can remarkably provide

'

1A. Harry Passow, ed •• Education in Depressed Areas, 11 Psychological Aspects, n by Martin P. Deutsch (New York: Bureau of Publications,
Teachers' College, Columbia University, 1963), p. 171.
2 Ibid., p. 171.
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cognitive stimulation which proves extremely effective in assisting
children develop their fullest innate capabilities.

1

This section deals

with a i<eview of some of the current intervention programs which are
being conducted to help eliminate the intellectual losses resulting from

educationally disadvantaged preschool environments.
Recent years have witnessed voluminous increases in the quantity
of literature published in the field of environment and preschool develop·
ment.

An examination of the titles of books, articles. monographs,

dissertations, research projects. and studies indicates that intervention
programs aimed at improving the early childhood environments of
potentially educationally disadvantaged children have notably multiplied
in the past five years.

These programs and studies are of a wide variety

of organizational patterns.

The research findings and studies reported

on the following pages represent a small sampling of the vast amount of
material presently available.

The studies cited have been selected as

indicative of the various types of activities related to the topic which are
currently in operation.

The literature mentioned is by no means all·

inclusive, but rather. it

provides~

an overview of recent endeavors.

Leeper, Dales, Skipper, and Witherspoon have prepared a listing

l

William Fowler, "Cognitive Learning in Infancy and Early Child-

hood," Psychological Bulletin, Vol. 59 (1962), 116-152.
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of the most recent trends in intervention: 1
1.

Extending public schools downward to include kinder·
garten, nursery school, and child development centers

2.

Changing patterns of school organization and adapting
programs for specific purposes needing specialized
programs, such as those for culturally deprived or
exceptional children

3.

Changing emphasis in day care programs to educational
programs as well as day care

4.

Changing curriculum for preschool children by differ•
entiating goals, activities, and materials to provide for
individual differences within the group

5.

Changing the role of the teacher to tha.t of a guide of
child development as opposed to a director of activities

6.

Increasing the number of church-related schools for
preschool children

7.

Expanding cooperative programs for preschool children

8.

Expanding provision of summer programs, especially
through Head Start

9.

Changing parent participation to parent involvement and
replacing formal parent education with cooperative
teacher•parent team approaches

10.

Replacing nursery schools and kindergartens with child
development centers which provide the comprehensive
programs made possible by funds available from the
Federal government and foundations

Many intervention progra1ns attack health and nutritional problems.

1sarah Leeper, et al., Good Schools for Young Children (New York:
Macmillan &: Co., 1968), p. 74.
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The importance of nutrition and health ca.re as partial determinants of
intellectual ability was discussed in a previous section.

Recently Tulane

University began the first segment of a detailed study designed to ascertain
the effects of nutritional deficiencies upon psychological development.

1

The Tulane Nutrition Study has been carefully structured to include the
correlation between results of a battery of eight psychological tests and

two hematological measures.

While no generalizations have yet been

made, the final outcomes are anticipated with great interest.
A recent issue of Children reports a number of the most recent

research findings and studies dealing with nutrition.

2

For example, the

journal reports that a study of nutritional status conducted during 1967
and 1968 in Mississippi revealed that "a higher percentage of children
whose families were among the low-income group had 11 low 0 dietary
intakes of calories, protein, calcium, vitamin C, and vitamin A and"low''
laboratory values for hemoglobin, and serum iron. albumin, vitamin

A.

and vitamin C. 113 Children also cites data collected by the Children's

1
Paper presented at the meeting of the American Association for the
Advancement of Science, Boston, December 29, 1970.
2 Mary C. Egan, "Combating Malnutrition through Maternal and
Child Health Rrograms," Children, Vol. 16, No. 2 (March-April, 1969),
67-69.

3

lbid.' p. 67.
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Bureau. Seventeen thousand children residing in low•income areas were
studied.

These children ranged in age from birth to thirteen years.

The

information collected was compared with the Harvard Growth Data. and
revealed that 7% of the two to six year old children were severe]f stunted
in height or weight.

The concentration of hemoglobin in the blood of

children in the one to two year old bracket was found lacking in 28% o:f the
cases.

1

Testimony by Arnold E. Schaefer before the Senate Select

Committee on Nutrition and Related Human Needs on January 2.2, 1969
contained description of undernourished children in low-income areas in
Texas, Louisiana, New York. and Kentucky.

2

Children mentions a

Brandeis University investigation which disclosed that 3. 9% of abused
children also suffer from malnutrition.

3

The efforts to fill the gaps in health and nutritional know ledge have
been noted by various public and private agencies.

Recent research

findings have lent impetus to increased federal, local, and private
activities in the area of combating health and nutritional problems. In
a January 10, 1969 statement before a Senate committee. the secretary

1
Ibid. , p. 68.

3

2 Ibid.

-

lbid.
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of Health, Education, and Welfare pointed out that 45% of the families
receiving public assistance for dependent children were also receiving
food stamps or donated food.

1

An inquiry made by the Children 1 s Bureau

produced a majority of replies from state and local agencies expressing
the view that additional food is needed for infants, children, pregnant
women, and lactating mothers.

These agencies also manifested their

desire to assist in every way possible in the provision of this additional
food service. Z Beginning in 1968, the number of nutritionists involved
with poor families through maternal and child health programs began a
rapid increase.

There are few intervention programs in existence which

do not focus on some type of nutrition program or nutrition education.
Another of the topics highlighted in the previous section was sensory·
perceptual•motor factors as they relate to intellectual development.

An unpublished doctoral dissertation written by M. V. Covington examines
the differences in visual perception alility in kindergarten children.
Covington discovered that lower·statl'.l.s children scored significantly
below upper-status children in the ability to match an abstract foi·m to
an identical form contained in a grouping of three forms.

1Ibid.
2tbid.

-

This ability
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is required for successfully performing many types of learning activities,
including learning to read.

1

In a study reported by W. Harold Bexton,

Woodburn Heron, and Thomas Scott, twenty•two subjects were deprived
of sensory stimulation for short periods of time (two or three days.)
Physical deterioration, reduced effectiveness in intelligence•test
performance, and hallucinatory activity were evidenced. It was concluded
that the maintenance of normal, intelligent, efficient beha. vior is dependent

upon an environment containing a wide variety of sensory stimulation.

2

The relationship between language and intellectual ability was
analyzed in the description of literature.

One writer recently expressed

the belief that at least half of every intelligence test is a test of language

ability~

Carl Bereiter and Siegfried Engelmann state that:

4

With no known exceptions, studies of three• to five·
year old children from lower socio-economic backgrounds
have shown them to be retarded or below average in
every intellectual ability.
1M. V. Covington. '*Some Effects of Stimulus Familiarization on

Discrimination," (Unpublished Ph.D. Dissertation, University of
California, 1962)
2 w. Harold Bexton, Woodburn Heron, and Thomas H. Scott, "Effects
t
of Decreased Variation in the Sensory Environment, 11 Canadian Journtl,l of
Psycholosx:. Vol. 8 (1954), 70·76.
3 carl Bereiter and Siegfried Engelmann, Teaching Disadvantaged
Children in the Preschool (Englewood Cliffs, New Jersey: Prentice-Hall,
Inc., 1966), pp. 3•4.
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Indeed, in practically every aspect of language develop"'
ment that has been evaluated quantitatively, young disadvantaged children have been found to function at the level
of average children who are a year or more younger.
Fifty Navajo Indians, fifty-five Pueblo Indians, and fifty rural
Spanish Americans -- all at the first grade level ..... were studied to
determine if a relationship exists between lauguage ability and home
language influences. 1 The significance of the mother as a language model
was also examined.

Test results suggested that the mother and the home

both played a principal part in the language ability of the child.

Language

was linked with the socioeconomic status of the child, ethnic background,
and quality of language models.

The study declared that programs designed

to remedy poverty conditions should also teach mothers how to educate
their children within the home setting.
Ortar and Ca1·mon conducted research in Israel to determine the
correlation between the mother•s quality of speech, her socioeconomic
status, and the intellectual level of the mother's children.

2

Data

1susan B. Gordon, uEthnic and Socioeconomic Influences on the
Home Language Experiences of Ghildren, 11 Department of Health,
Education, and Welfare, Office of Education, Bureau of Research (March,
1970), 1.. 35.
2

Gina Ortar and Hanna Carmon, An Ana.lx:sis o~ Mothers' Speech as
a Factor in the Develo;ement of Children's Intelligence, Ministry of
Education and Culture, {August, 1969), 1... 116.
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was collected during home visits.

A consideration of the final results

reveals that there is significant correlation between the mother's speech
and the child's intellectual ability.

There is also some indication that

mothers are able to modify and improve their language.
Efforts to improve health and nutritional conditions, increase
sensory-perceptual•motor stimulation, and enrich the quality of language
models in the early childhood environment of potentially educationally
disadvantaged children have taken a multitude of forms.

Kindergartens;

nursery schools; child development centers; schools for disadvantaged
children; schools for exceptional children; Headstart Centers; laboratory
schools; cooperative nursery schools; day nursery schools; state, city, or
privately operated child care centers; day care centers; Montessori
schools; play schools; home visits; parent classes; newspaper and magazine
articles; books; home kits; and mothers' clubs are some of the types of
intervention programs and attempts being undertaken.

The remaining

literature reviewed in this section will investigate some of the more
common activities.
Women's Liberation groups\ as well as other groups of concerned
mothers, support the increase of day care centers.

The Office of

Education conducted an analysis of day care standards and costs.

It was

found that there are basically three types of day care situations: care
in a center for the full day; care in a foster home for the full day; care
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in a center for a part of the day or for a part of the year.
for day care are:

1

The standards

2

Minimum

Maintains the health and safety of the
child, but provides relatively little for
his developmental needs

Acceptable

Provides a basic program of developmental activities, as well as minimum
care

Desirable

Includes the full range of general and
specialized developmental activities
suitable for individualized development

The costs for day care vary throughout the country and are determined by
a wide scope of variables. 3 The government survey reflects the need to
consider the type of day care to be sought.

The mere establishment of a

day care center might not meet the needs of the children and community
if quality standards a.re not carefully evaluated.

The University of North Carolina at Chapel Hill has established the
4
Frank Porter Graham Child Development Center. This center seeks to

1
"Standards and Costs for Day Care, 0 Department of Health,
Education, and Welfare, Office of Education (1969), 1-8.

21bid. , p. 3.
3Ibid., p. 4.
4

Halbert B. Robinson, "From Infancy through School,
Vol. 16, No. 2 (March - April, 1969), 61•62.

11

Children.
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discover the ingredients of a self•maximizing preschool environment.
Children are admitted as infants, some under one month of age.
care of the children is organized into cottage units.

The

Physical needs, as

well as educational needs, are satisfied in the program. A longitudinal
study of the children enrolled with the center is currently underway.
Intellectual skills, language development, physical growth, health,
disease patterns, social behavior. and personality traits will be examined.
Those involved with the Frank Porter Graham Child Development Center
believe that the disadvantaged children have ma.de very satisfactory
progress in the center.
While the Frank Porter Graham Child Development Center attempts
to support and perform certain family functions, such as day care, health
care, and education, many other centers are involving the parents in the
children's program in hopes of providing the parents with information they
can utilize within the home.

The Juniper Gardens Cooperative Preschool

is a Headstart project which is staffed by mothers of the Children in
attendance.

In the initial encounters with children. the mothers proved

ineffective, due to the fact that they often responded negatively and did
not offer reinforcing comments.

The mothers soon rectified their behavior
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and became effective teachers through the use of sound teaching techniques.

1

John Meier has reported on recent literature relevant to early
childhood environmental conditions.

Meier advocates a multiphasic

educational program for infants considered high risks for future educa•
tional success.

Enriched day care centers should be available for these

children, with supplementary training of the mothers in techniques for
creating a stimulating home.

2

The Reading Teacher describes a mothers• story-telling program
which was designed to provide mothers with a positive school experience.
The mothers would also improve their verbal functioning via participation.
The mothers were assisted in building vehicles for verbal interaction
with their own children by participating in story-telling sessions at the
Get Set classes in which their children were enrolled.

3

Parent.. child centers have been established throughout the country.

1

Don Bushell and Joan Jacobson, "The Simultaneous Rehabilitation
11
Paper prese11ted at the meeting of the
American Psychological Association,
San Francisco, California,
t
August 30, 1968.
of Mothers and their Children,

2

John H. Meier, "An Education System for High-Risk Infants:
A Preventive Approach to Developmental and Learning Disabilities,"
Disadvantaged Child, Vol. III (New York: Mazel Publishers, 1970) Z50.
3 Marshall S. Swift, "Training Poverty Mothers in Communication
Skills," Reading Teacher, Vol. 23 (1969-1970) 360.
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Harrison and Thogerson report on a parent-child center which was
designed to focus on the children's language development and on the
mothers• development in child rearing, cooking, and sewing skills.

l

The children participated in a program in which they were surrounded
by stimulating experiences which foster cognitive, perceptual, and

language growth.

The mothers met twice a week for six weeks.

Preschool

teachers instructed them on how they could improve their home
environment.

Group discussions were encouraged.

The evaluative

measures indicated that the program was effective.
Many parent and child centers are federally funded.
2

Economic Opportunity administers some of the projects.

The Office of

Thirty-six

communities were selected to participate in the federal Parent-Child
Center project (P. C. C.) The funds were granted to local community action
committees, with representatives from various local health and social
agencies and from residents in the communities being served.
centers offer a variety of services:

1

3

Frederica Harrison and Ann Thogerson,
Duke University, (December, 1968), 1•25.
2

11

A Parent•Child Center,

Alice V. Keliher, •1Parent and Child Centers,
No. 2 (March - April. 1969) 63-68.

~,

3

p. 65.

The

11

11

Children, Vol. 16,
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General education classes at convenient hours.
Work.shops in nutrition, cooking, sewing, and carpentry.
Classes -in health, safety, and first aid.
Instruction in the homes or in the center, or both, in
ways of stimulating development in infants and very
young children. The emphasis is on sensory stimulation
and language development. In one center video tapes
are made of parents working with their children. When
he replayed the tape, one father discovered he was
echoing his child• s baby talk.
A "crisis fund" that can be drawn on in extreme emergencies.
Demonstrations of home improvements and effective care
of a house through a model home.
A workshop where the men in the family can produce
salable arts and crafts traditional in their ethnic group.
Assistance to fathers' efforts to cultivate crops to
augment family f~od supplies.
Bathing and laundry facilities in the center for families
whose homes have no running hot water.
Assistance with personal and everyday problems, sometimes
through professional social workers, but more often through
neighborhood residents chosen for their ability to get along
with people and to learn how to make referrals to health,
welfare, and other services available in the community.
Mothers' training programs are another expanding intervention
technique. In a study conducted at the University of Illinois Institute
of Research for Exceptional Children, twenty mothers of potentially
disadvantaged children met in groups of ten each once a week to learn
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how to educate their _children.

Regular home visits were made so that

staff members could observe the mothers in the implementation phase
of the instruction.

The project sought to:

l

Train mothers to use educational toys and materials to
stimulate their children's learning in sensory•motor,
concept, and language development
Offer opportunities for discussion of child•rea.ring
problems
Foster attltude change through sharing ideas
Help the mothers develop self... con£idence and responsibility
The final results indicated that this type of training program was
successful in assisting the mothers of potentially disadvantaged children.
A second study compared the effectiveness of Headstart programs

which did not involve mothers with the effectiveness of Headstart programs
which did involve mothers.

The results disclosed that the greatest

benefits accrue from those programs in which child participation is
coupled with home visits designed to inform mothers of methods they
can employ in home•teaching their children.

2

In September, 1965, the National Institute of Mental Health sponsored
a home tutoring project.

The objective of the tlltoring prograrn was to

111 Mothers' Training Program," Department of Health, Education,
and Vf elfare. Office of Education, Bureau of Research (August, 1968) 1·93.

2

Christopher R. Ba.rbrack. "The Effect of Three Home Visiting
Strategies_. u DARCEE Papers and Reports, Vol. 4, No. 1 {1970) 72.
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promote the intellectual development of very young children in the lower
socioeconomic status by exposing these children to a wide range of
stimuli.

The tutors were college students who had some experience

in working with young children.
in the tutoring.

Parental participation was encouraged

The interpretation of final test scores warranted the

conclusion that the home tutoring project did stimulate more rapid
mental growth than would have occurred in the absence of such a program. 1
The University of Flordia structured a parent-education program in
~he

which

teachers were women from disadvantaged neighborhoods.

The

criteria for selection of teachers was: hi.gh school graduation; unemployed
or low level employment; experience with children and infants.

2

The

children and mothers who participated in the program were selected from
patients classified as "indigent" upon entrance into the hospital for
maternity care.

The mothers received instruction in stimulation

exercises from the birth of the child until the child reached two years old.

This instruction was conducted through weekly home visits and was
evaluated as successful in educating mothers. 3

l

Earl S. Schaeffer, "A Home Tutoring Program,
No. 2 (March .. April, 1969) 59.

11

Children. Vol. 16,

2 Ira J. Gordon, 0 Stimulation via Pa.rent Education, " Children,
Vol. 16, No. 2 (March - April, 1969) 57.
3

-

lbid.
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The Ypsilanti Preschool Curriculum Demonstration Project is an
example of a school for disadvantaged children.

The children are

organized into classes of sixteen members, staffed by a team of two
teachers.

The classes meet for half a day, five days per week.

However,

the children•s classes are only one component of the total program.

A

second vital component is the education of mothers regarding the
stimulation of cognitive development in their children.

Each participating

family is visited biweekly by the child's classroom teacher.

During

these visits, the parents are instructed in educational methodology
suitable for home implementation.

1

The Ancona Montessori Research Project for Culturally

Disadvana~

Children attempts to assist students quite similar to those students
serviced by the Ypsilanti Project.

The Ancona Montessori Iteschool

utilizes modified Montessori methodology and teaching techniques.
Results from a variety of tests indicate that neither first or second year
students increased significantly in intelligence scores.

However, the

data supports the theory that children enrolled in Montessori school will
demonstrate better school achievement than children with a history of
public school enrollment.

The project also serves as an example of

1
David P. Weika.rt and Ronald Wiegerink, Proposal •• Ypsilanti
Preschool Curriculum Demonstration Project, (Unpublished - funded
Februar 15, 1968 under Title Ill of the Elementary and Se.condary Educa•
tion Act
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the kinds of provisions that can be made to deal e£fectively with the
disadvantaged preschool child.

1

Several books have been written with the objective of educating
parents to better fulfill their role in the educational and developmental
processes of their children.

Jean Schick Grossman discusses early

childhood care and training in a pamphlet entil;led You Don't Have to be
Perfect••• Even if you are a Parent.

2

However, the content of this

pamphlet deals predominantly with discipline and routine. Specific
teaching techniques are not mentioned.

Reading readiness at the preschool

level is one topic in the book, You and Your Child• s Reading: A Practical
Guide for Parents.

3

Many extremely valuable learning experiences

suitable for home implementation during the preschool years are included
in this book.

The one major disadvantage of this effort is that the materill

is. presented at a reading level approximating that of a college textbook.

1
Susan S. Stodolsk:y and Judith Jensen, Ancona Montessori Research
Project for Culturallx Disadvantaged Children, Office of Economic
Opportunity, Washington. D.
(August 31, 1969) 83.

c.

2

Jean Schick Grossman, You Don't Have to be Perfect••• Even if you
are a Parent, The National AssoJiation for Mental Health, New York, 1957.
3 Charlotte Mergentime, You and Your Child's Reading: A Practical
Guide for Parents (New York: Harcourt, Brace & World, Inc., 1963).
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The mothers most in need of the information contained in the book,
You and Your Child's Reading, are oftentimes handicapped in their
reading skills.

Therefore, serious doubt arises as to whether they

would, or could, master the contents of this literature.

The National

School Public Relations Association has published a guide for educators
entitled Working with Parents.

l

This handbook offers some very useful

public relations information but does not venture into the area of enlisting
parents into the educational team.

The books and pamphlets reviewed

above are representative of the vast majority of literature which seeks
to reach parents.

Very often the material contained in such work is of

an extremely general nature. If the information becomes more specific,
in terms of definite learning activities, it also tends to be written in a
technical manner, which is too difficult for the parents in most need of
the information.

The largest proportion of literature involving the

improvement of the preschool environment in potentially educationally
disadvantaged homes is not written with parents in mind.

This material

is designed to enlighten educators regarding reading disability.
Intervention programs and attempts similar to those previously
'

discussed have definitely increased in recent years. A 1968 estimate

1
Working with Parents, National School Public Relations Association,
Vlashington. D. C., 1968.
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reported that one-third of the three to five year old population was
enrolled in programs.
three years.

1

This figure has no doubt increased in the past

However, the most accurate statistic will no doubt fall

far short of 100% enrollment. In addition, there are very few projects
which direct attention to children below the age of two.

Research

previously cited indicates that stimulation and health and nutritional

•
2
care must be begun at birth.
Therefore, while the current attempts
are extremely valuable and important steps in the direction of eliminating
early environmental disadvantagement. these programs are failing to
reach a significant portion of the childhood population.

The children who

are not enrolled in intervention programs and the parents who do not
participate in training programs are frequently those in the most dire
need.

1Preprimary Enrollment T~ends of Children Under Six: 1964•1968,
Department of Health. Education, and Welfare, Office of Education,
National Center for Educational Statistics, Washington, D. C •• (February,
1970) 35.
2

Bloom, Stabilitx; and Change in Human Characteristics, p. 71.
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Self ·Instructional Learning
This section contains a review of literature related to self•
instructional techniques and materials.

The information presented in

this section has been selected based upon its later relevance in solving
the problem of early childhood environmental disadvantagement.

Historical Perspective
The history of programmed learning and self•instructional learning
is closely related to the history of teaching machines. It is difficult to
consider any one topic in isolation.

Therefore, the term self-instructional

will be used to refer to both programmed learning and teaching machines.
The basic principles of self•instruction date back as far as 400 B. C.
Socrates, the ancient Greek philosopher, developed a highly refined
method of questioning which is the basis of modern self•instruction. l
The Socratic method of questioningJ which is the tool of many modern·dc;i;y
educators, was designed in such fashion that by responding to carefully
constructed questions. one after an.other, the student was guided into
self-discovery of basic concepts., Self-instruction utilizes a technique
quite similar to that employed by Socrates. Subject-matter is broken

1
Nakosteen, The History and PhUosophI of Education, p. 139.
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down into logical. small units.

The student is presented with these small

pieces of information in a step·by•step sequence.

Knowledge of correct·

ness of response and reinforcement follow each segment o{ learning.

The

concept of breaking down a body of knowledge into logical, meaningful
units, or steps, (called frames in self-instructional terminology) is at
least as ancient as Plato.
teaching technique.

Plato expounded at length the advantages of this

1

Interest in self•instruction can be traced back to behavioral and
experimental psychology.

The areas of operant conditioning and field

theory were particularly significant in the growth and development of
self-instruction.

Pavlov's research regarding the magnitude of response

to physical environment, Thorndike's law of effect, and Watson•s
behaviorism also contributed to the birth of self-instruction.

2

Skinner's

reinforcement theory appears to have lent major impetus to the self•
instruction movement.
Patents of self•instructional devices were recorded in 1866, when

a teaching machine vva.s developed by Halcyon Skinner.

3

In 1926, Dr. Sidley

lxbid., p.· 576.
2 Edward J. Green, The Learning Process and Programmed
Instruction (New York: Holt, Rinehart & Winston, Inc., 1962), p. 3.
3

Robert T. Filep, ed., ProsRectives in Programming (New York:
Macmillan & Co., 1963), p. 3.
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Pressey invented a device which presented multiple choice items, one·
by·one.

The machine kept a record of errors and did not permit the

student to proceed until the correct response had been entered.

This

ma.chine. and later adaptations of it, were used by Pressey in his classes
at Ohio State University.

1

One of the key advantages of Pressey's machine

is that it provides the student with immediate knowledge of the correctness
of his response.

Many of Pressey•s students continued to exhibit

productivity in the field of self-instruction.
In the years following Pressey•s notable contributions, the entire
field of self•instruction received little attention.

In 1942, the shortage

of trained personnel and the limited time available to train new personnel,

caused the military services to attempt mechanization of instruction on

a lin1ited scale, in order to meet the demands of the war.

2

However, in

the mid•l950 1 s vigorous interest in self.. instruction was renewed. In 1954,
Burrhus F. Skinner of Harvard University reported on the results of
experiments he had conducted with pigeons and lower•order animals.

He

stated that his findings could be applied to learning, c:md ultimately to the

1ih1d •• p. 3.
2wuliam Exton, Audiovisna.1 Aids to Instruction (New York: McGraw
Hill Book Co., Inc., 1947), p. 3.
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use of teaching machines with human subjects.

1

The first device to be

developed by Skinner was called the slider machine.

The question appears

in a window. and the student responds by moving sliders containing letters
or numbers to form the answer.

2 The disk-type machine was also

developed by Skinner. It contains a large disk on which material and
questions are printed.

The student records his answer on a paper tape,

after which the correct response is visible. If the correct answer ls
recorded, another question ls exposed.

3

In 1956, Skinner combined a

teaching machine and an elecironic typewriter computer to produce the
typew:riter•input computing machine.

The computer introduces material

to the student, who responds via the typewriter.

The computer evaluates

the response and informs the student of his progress.

4

Based upon Skinner's experimentation with reinforcement and
constructed response programs, other pioneers began to build the science
of self·instruction.

One of these pioneers was Norman A. Crowder.

In

1
Edward B. Fry. Teachin Machines and Pro rammed Instruction
(New York: McGraW"'Hill Book Co., Inc., 1963 • p. 18.
2Ibid., p. 20.

-

3
4

-

Ibid.

-

Ibid., p. 21.
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1955, Crowder became involved in what he termed "automatic tutoring
by intrinsic programming.

111 Crowder favored multiple choice questions

in which a small amount of material is presented.
to the question.

The student responds

1£ his response is correct, he is allowed to go on to new

material. 1£ he responds incorrectly, he is given additional review
material to facilitate mastery.

2

Fry writes that "a. book, properly bound, may become a teaching
machine containing a program. 113 The first programmed books were

The Analy:sis of Behavior, by Holland and Skinner. and English 2600, by
Blumenthal.

4

Description
A review of literature regarding programmed instru.ction and teacling

machines {self-instructional materials and techniques,) must begin with
Douglas Porter's,

0

A Critical Review of a Portion of the Literature on

Teaching Devices. 11 Although incomplete by current standards, Porter's
study, which appeared in 1957, was the first major i·eview of self•instruc ..

1
FUep, Prospectives in

Pr~gram.ming,

p. 4.

2

-Ibid.

3Fry. Teaching Machines and Programmed ..;t"'struction, p. 19.

4

-

Ibid •• p. 23.
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l
tion and related experiments. An extremely complete annotated bibliography of writings related to self•instruction was prepared by Fry,
Bryan, and Rigney in 1960.

2

Several source books, containing brief

articles and reports, have been published by the Department of Audiovisual Instruction of the National Education Association.
these books appeared in 1960.

4

3

The first of

Dr. Carl Hendershot 1s extensive listing,

Programmed Learning • A Bibliography of Programs and Presentation
Devices, was commended by the National Society for Programmed
Instruction in 1967.

T4is bibliography is annotated to assist the reader in

identifying the program which best suits his educational need.

5

The

1

Douglas Porter, "A Critical Review of a Portion of the Literature
on Teaching Devices, 11 The Harvard Educational Review, XXVII (Spring.
1957), 126-14 7.
2

Edward B. Fry, Glenn L. Bryan and Joseph W. Rigney, "Teaching
Machines: An Annotated Bibliography," AV Communication Review, VIII
(Supplement I, 1960), 6.
3 Robert Glaser, Teaching Ma.chines and Programmed Learning, II,
Washington, D. C., National Education Association, 1965.
4

Arthur A. Lumsdaine and Robert Glaser, (editors) Teaching
Machines and Programmed Lear1ing, Washingtol\ D. C •• National
Education Association. 1960.
5 carl Hendershot, Programmed Learning Bibliography, 1967•68.
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Automated Education Center publishes another listing of self-instructional
l

materials entitled, Programmed Texts in Print.
Edward B. Fry has compiled a listing of key characteristics of
:

self-instruction with which most writers in the field will agree.
listing follows:

The

2

l. The subject matter is broken up into small units called
frames. In actual practice. these frames usually vary
in size from several sentences to several small paragraphs.

z.

•

At least part of the frame requires some type of response
from the student. He must answer a question or fill in
a blank. Active participation on the part of the student
is required. Generally, it is desired that the activity
also demonstrate understanding of the material.

3. The student is provided immediate feedback reinforcement.
He is told the correctness of his answer" which has the
advantage of immediately reinforcing the activity or
immediately correcting a mistake. Since many programs
are written in such a way that the student is right a high
percentage of the time, the act of telling the student that
he is correct becomes a. reward or reinforcement. Thus
programs have a much higher amount of reward or
reinforcement than most ordinary teaching situations.
4. The units are arranged in careful sequence. Because the
subject matter is broken into small bits, the author must
think carefully about the learning steps involved. The
result is a much better sequence of presentation. Careful
sequence also em'Qodies the notion of shaping or gradually
leading the student toward the desired goals by rewarding
him for activity that more and more closely approximates
those goals.

1Programmed Texts in Print, Automated Education Center, 1969.
2 Fry, Teaching Machines and Programmed Instruction, p. 2•3.
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s.

Programs are aimed at specific goals. This has the
desirable effect of making those involved in training
evaluate their goals much more carefully and specifically.

6. Revisions are based on student responses.

Because the
student's behavior can be recorded for each frame, a
knowledge of his understanding of each part of the lesson
can be easily obtained. Thus if a student is making many
errors on one section, the program obviously is not teaching
well and must be revised. Here, then, is another cardinal
principle of programming; namely. that the student is the
final authority in determining whether or not the program
is good. In traditional curriculum -i'ri.aterials an "expert"
often determines the final presentation, but in programming, the approach is more student•centered. Programs
are also more carefully aimed at a particular ability level
of student based on experimentation, not on opinion.

7. The student is usually free to vary his own rate of learning.
A student rna.y work through a program rapidly or slowly.
He is completely independent of others in the class. Tradi·
tional methods such as lectures or motion pictures force
every student to proceed at the same rate, which might be
too fast for some and too slow for others.

According to Taber, Glaser, and Schaefer, the very first considera·
tion in self-instruction is r;what the student learns. "l This concern takes
the form of educational objectives.

Curriculum can be defined as the

organization and systematic planning procedures in accomplishing the
goals of education.

Tre goals of education are changes in behavior.

Instruction is the structuring of the environment in terms of the desired

1Julian I. Taber, Robert Glaser, and Halmuth H. Schaefer, Learn·
ing and Programmed Instrt:etion (Reading, Massachusetts: Addison·
Wesley, 1965), p. 3.
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behavior changes.

In order to plan for instruction, the behavior changes

sought are carefully stated in the form of behavicra.l objectives.

The

formulation of sound behavioral objectives is the first step in the develop•
ment and assessment of self•instructional materials.
Objectives might be considered as existing on a sort of continuum.
At one end of the continuum lie the general objectives, which state in very
broad terms, the major goal of an endeavor.

At the opposite end of the

continuwn are found highly specific planning objectives, which often
detail the means for evaluating successful performat1ce.
Robert F. .Wmger has considered the question of what type of
objectives a.re most appropriate for programmed instruction.

In his book,

Preparing Instructional Objectives, he details the steps and criteria
involved in good objectives.

1

Mager writes that "basically a meaningfully

stated objective is one that succeeds in communicating to the reader the
writer's instructional intent. 112 Mager further writes that "the best
statement is the one that excludes the greatest number of possible
alternatives to your goal. 03 His book provides listings of words that are

1
Robert :ir. Mager, Pre arin Instructional Ob "ectives (Palo Alto,
California: Fearon Publishers, 1962).
Previously published as Preparlng
Objectives for Programmed Instruction.)
2

3

Ibid., p. 10.
Ibid.
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open to many interpretations, as well as listings of words that ca.n be mor.?
effectively utilized in fae preparation of objectives, because they are open

to fewer interpretations.

1

Mager feels that the most important character·

istic of a useful objective is that it ttidentifie s the k.ind of perfo1•mance

~:hat

will be accepted at the termination of instruction. 112 A properly

stated objective must answer the

qu~stion,

"V'V-hat will the learner be

doing when he is demonstrating that he has achieved the objective? 113
"To enjoy music," is an example of an objective that is stated in terms
open to a wide range of interpretation.

"To be able to identify William

Tell Overture after listening to a recording of it,

11

is an example of an

objective stated in terms which are more precise and limited in range of
interpretation.
Mager suggests several other questions which the writer should
keep in mind while preparing instructional objectives.

These questions

help identify the important aspects of the "terminal behavior: 114
1.

What .:vill the learner be provided?

2.

What will the learner be denied?

1tbid •• p. 11.
2

~.

p. 13.

3Ibid.

-

-

4

Ibid. , p. 27.
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3.

What are the conditions under which you will expect
the terminal behavior to occur?

4.

Are there any skills that you are specifically NOT
trying to develop? Does the objective exclude such
skills?

In other words, the correct statement of an instructional objective
includes the desired terminal behavior defined by "identifying and naming
the observable act that will be accepted as evidence that the learner has
achieved the objective. 111 It also includes some description of the
"conditions (givens. restrictions) necessary to exclude acts that will not
be accepted as evidence that the learner bas achieved the objective. 112
A third characteristic of a properly stated objective, according to
Mager, is some indication of the criterion for success in the performance
of the objective.

There must be some description of the minimum level

of acceptable performance.

The following is an example of an objective

which includes all of the characteristics that Mager deems necessary in

a properly stated objective: "Given a human skeleton, the student must
be able to correctly identify by labeling at least forty of the following bones;
there will be no penalty for guessing (list of bones inserted here. )

1
Ibid.' p. 43.

-

2Ibid.

-

3Ibid., p. 49.

3

This
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objective includes the anticipated behavior, the conditions under which
this behavior will be demonstrated, and the criteria for success.
Perhaps the most significant recent contribution to the field of
behaviorally stated objectives is the publication of the Taxonomy of
Educational Objectives.

1

This taxonomy is divided into three parts, or

domains -- the cognitive, the affective, and the psychomotor.
are organized into levels and sublevels, ina.hierarchy.

The domains

Briefly, the

cognitive domain includes the following major areas: knowledge, compre·
hension, application, analysis, synthesis, and evaluation.
domain includes the following

2

The affective

road areas: receiving, responding, valuing,

organizing, and characterizing by value or value complex.

3

Psychomotor

skills are those skills frequently termed motor skills, or sensory•percep·

tual•motor skills.

Some writers have divided the psychomotor domain

4
into the following areas: gross bodily movements, finely coordinated

1Benjamin S. Bloom (ed.), A Taxonom of Educational Ob ·ectives:
Handbook I, the Cognitive Domain New York: Longmans, Green, & Co.,

1956).
2

Ibid.

3 n. R. Krathwohl, A Taxonom of Educational Ob'ectives: Hand•
book ll, the Affective Domain New York: David McKay Co., 1964 •
4

Robert J. Kibler, Larry L. Barker, and David T. Miles, Behavioral Objectives and Instruction (Boston: Allyn & Bacon, Inc., 1970),
pp. 68-75.
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bodily movements, non-verbal communication behaviors, and speech
behaviors.

This taxonomy can prove extremely useful to educators in

the process of formulating objectives.

The types of behavior involved in

the various phases of education, organized in a hierarchy, enable the
educator to view the learning process as a "whole. 11 The logical order
for certain types of behavior changes is suggested by this taxonomy.
Self-instructional techniques and materials seek to fulfill behavioral
objectives which have been carefully determined.
different types of self•instructional programs.
types are the linear and the branched programs.

There are several

The two most common
In linear programming,

every student works straight through every frame.

1

In branched program•

ming, the student's response to a frame determines whether he will
repeat previous material, be introduced to supplementary material, go
directly to the next unit of material, or skip some material.

Based upon

the student's response to the question, he is referred to his next step
in the program.

2

Branched programs vary in complexity from the simple

branched programs to multi•track programs.
There are two basic types pf responses to questions.

The first

type are termed constructed response items, which means that the student

1Taber, Glaser, a.nd Schaefer,
tion2 p. 130.

-

2Ibid.
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is required to write a response.

1

The second type of response employs

:multiple choice answers, from which the student selects t._lte best answer.

2

A thorough review of the literature indicates that the following

considerations are of utmost importance in the construction and inspection
of self-instructional materials:
l.

Formulation of objectives

2.

Organization of subject matter

3.

Format for presenting subject matter

4.

Readability of the frame

5.

Length of the frame

6.

Type of response

7.

Type of program

8.

Utilization of reinforcement

9.

Method of evaluation

Current Studies
Programmed Texts in Print contains no mention of any self•instruc·
tional materials designed to provide parents of potentially educationally
(·

disadvantaged children with the information necessary for the structuring

1Fry, Teaching Machines and Pro_grammed Instruction, p. 3.

2

Ibid.
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of a stimulating early childhood home environment.

There are programs

available which attempt to teach the preschool•aged child certain types
of learnings.

For example, the Edna A. Hill Preschool Laboratories

at the University of Kansas are utilizing programmed techniques to teach

children between the ages of two and five basic self-help skillst such as
.
tying
as h oe. 1

The research, projects, programs, and printed material that
currently attack the problem of early childhood environmental disadvan•
tagement are of two ha.sic types.
with the child.

The first type attempts to work directly

Parental involvement is minimal.

The second type seeks

to provide the parents, particularly the mother, with facts, knowledge,
and techniques mandatory in providing the optimum. preschool environment.
Most of the mother .. related approaches are rather formal in nature, and
involve a certain amount of professional su.pervision.

They require

scheduling and a fixed time commitment on the part of the mothers and the
professiona.l staff.

No other investigations, programs, projects, or

literature reviewed have approached the problem through training parents
by the use of self•instru.ctional materials and techniques.
<·

1Margaret L. Cooper, A Shoe is to Tie, Office of Economic Opportunity, Washington, D. C. 1 A.ugl1st, 1969, pp. 1... 6.
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Chapter Summary
A thorough and exhaustive review of the literature relating to early
childhood growth and development, environmental conditions which affect
early intellectual growth, and self•instruction has resulted in an acute
awareness of the importance of the environment in the intellectual development of children from in.fancy through the early childhood years.

Deficits

in this environment can mean a devastating loss in intellectual ability,
amounting to as many as ten intelligence quotient points..

The efforts that

are currently being directed toward the solution of this problem are indeed
worthwhile.

However, they are not widespread and often do not reach

those children and mothers who demonstrate the greatest need.
David P. Ausubel has written that the "most important consequence
of culturally disadvantaged retardation is slower and less complete
transition from concrete to abstract modes of thought and understanding. 111
He further writes that "it is essential, therefore. that the initial selection
of learning materials take account of pupils' existing state of knowledge
and sophistication in the various subject.. matter areas, no matter how
primitive this happens to be.

02

4usubel states that once the existing

1Everett T. Keach, Jr., Robert Fulton, and William E. Gardner, (eds)

Education and Social Crisis, "The Effects of Cultural Deprivation on
Learning Patterns, 0 by David P. Ausubel (New York: John Wiley&: Sons,
Inc., 1967) p. 157.
2

-Ibid •• p. 160.
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state, or level of readiness, is ascertained, materials should be sequentially organized.

Mastery of each individual step sho'1ld be accomplished

before new learning is introduced.

Ausubel writes:1

The careful sequential arrangement and gradation of
difficulty characteristic of programmed instruction
maintains readiness by insuring that each attained
increment in learning serves as an appropriate foundation or anchoring post for the learning and retention of
subsequent items in the ordered sequence. In addition.
competent programming of materials presupposes maxi•
mum attention to such matters as lucidity, organizatlon,
and the explanatory and integrative power of substantive
content. The programmed instruction format also
promotes readiness by making it possible to insure that
the presentation of new material is always deferred until
that degree of consolidation or overlearning required for
efficient sequential learning ls attained.
Parents, particularly mothers, are the individuals most responsible for
the early environmental conditions surrounding their children.

Most of

these mothers have themselves been the product of an educationally
disadvantaged environment.

Therefore, the programmed learning approac

discussed by Ausubel appears a logical device for effectively transmitting
the knowledge required by parents for the structuring of a stimulating
preschool environment.
An investigation of the pert"inent literature revealed no self•instruc•

tional program designed specifically to meet the needs and abilities of the
parents of potentially educationally disadvantaged children.
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CHAPTER Ill
DEVELOPMENT OF APPROACHES

Introduction
The review of related literature indicates that a certain segment of
America•s children are failing to realize their fullest innate potential in
terms of personal, intellectual, and academic fulfillment.
are born with capacities for intellectual growth.

These children

If these capacities are

not nurtured within a stimulating environment, they will not develop fully.
The first four years of life have been identified as the most crucial period

for environmental stimulation. l
The review of related literature also highlighted several noteworthy
facts that must be considered when attempting to design approaches for
the solution of early environmental disadvantagement.
and proper care should begin at birth.

First, stimulation

It is a fact that the brain is

especially susceptible to the effects of malnutrition during the three to
six month period.

2

It is also a fact that childi·en suffering from malnutri-

tion and poor health conditions score lower

011

tests of intellectual ability

and exhibit greater proneness to :minor illness, disease, sensory problems,
and other physical defects.

3

Therefore, health and nutrition information

1Bloom, Stability and Change in Human Characteristics, p. 71.
')

c..vernon, Intelligence and Cultural Environment, p. 37.
3Ibid., pp. 36-37.

76
must be included in any approach for alleviating educational disadvantagement.

Secondly, research reviewed stresses the significance of sensory1

perceptual-motor activity during the preschool period.

An effective

approach for solving the problem must necessarily contain suggestions
for activities in these areas.

Language ability is often mentioned as a

2
key difficulty of lower socioeconomic children. Materials and techniques

seeking to assist these children must provide training leading to improved
communication skills.

A recent study previously cited discloses that

parents are capable of upgrading their language patterns, and resultant
language model.

3

An extremely important outcome of the examination of pertinent
literature is the realization of the number of different types of solutions
to the early childhood environment problem which are being attempted.
Programs exist which concentrate on working directly with the child,
working with the child and parents, and working directly with the parents.
However, study of research findings and project reports indicates that
the quality of the attempts varies greatly from program to program.

In

llbid., p. 39.
2-Bernstein,

Social Learning,

11

Social Class and Linguistic Deve 1opment: A Theory o:..f'
p. 288.

11

3 ortar and Carmon, An Analysis of Mothers' Speech as a Factor in
the Development oi Children's Intelligence, p. 116.

r
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the development of new approaches, care must be exercised to maintain
high standards of quality.
Nagative parental responses to children's learning efforts were also
considered in the review of literature.

The findings demonstrate the

need for informing parents regarding basic principles of learning theory.

1

Approaches developed to assist parents in the preschool development of
their children must make clear the value of reward and reinforcement.
Lastly, the review of literature spotlighted then eed for an effective
means for educating parents of potentially disadvantaged children.

The

many current programs and published literature do not reach a large
proportion of parents needing assistance.

Most of the programs examined

demand professional supervision and considerable time commitments if
the parents are to become involved.

The literature examined is either

of a nature too general to be of practical value or written at a level too
difficult to be handled by the parents suffering from reading handicaps.
The knowledge gained as a result of surveying literature in the field of
self-instruction suggested that this type 0£ technique might prove extremely
useful in training mothers of pot'rntially educationally disadvantaged
children.

The use of self-instructional materials would not require

professional supervision, specially designated time allotments. or great

1Don Bushell and Joan Jacobson, "The Simultaneous Rehabilitation
of Mothers and their Children, 11 unpublished paper, August, 1968.
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expenditures of time or money.

Yet, if the material is properly selected

and organized, with reading level adjusted in terms of the abilities of
parents involved, effective approaches are possible.
The purpose of this study is the development, implementation, and

evaluation of self·instructional approaches for training mothers of
potentially educationally disadvantaged children.

The remainder of this

chapter outlines the development of two approaches.

The first approach

is a kit of sample materials which should be in the home of every preschool
child.

The second approach is a programmed learning booklet, containing

suggestions for creating a stimulating preschool home environment.

Survey of the Characteristics, Abilities, and Needs of Potentiallr
Environmentally Disadvantaged Children
Robert Havighurst has written that socially disadvantaged children
lack certain family-related activities which are necessary for a good
. l'f
start in
1 e: l
1.

A family environment which sets an example of
reading; provides a variety of toys and play materials
with colors, sizes, and objects that challenge his
ingenuity with his hands and mind.

1Robert J. Havighurst, Who are the Socially Disadvantased Learners
{San Francisco: Chandler Publishing Co •• 1966), p. 6.
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!

z.

A family conversational experience which answers
his questions and encourages him to ask questions;
extends his vocabulary with new words and with
adjectives and adverbs; gives him a right and a
need to stand up for and to explain his point of
view on the world.

In his book., Who are the Socially Disadvantaged Learners, Havighurst
lists the following social characteristics:1
1.

They are at the bottom of the American society in
terms of income.

2.

They have a rural background.

3.

They suffer from social and economic dlscrimina•
tions at the hands of the majority of the society.

4.

They are widely distributed in the United States,
but are most visible in the big cities.

In racial and ethnic terms. the disadvantaged are comprised of approximately equal numbers of whites and non-whites, according to Havighurst.
They consist mainly of the following:

2

1.

Negroes from the rural south who have migrated
recently to the northern industrial cities.

2.

Puerto Ricans who have migrated to a few northern
industrial cities.

3.

Mexicans with a rural background who have migrated
into the west and middle west.

,.

-

1
Ihid.

2Ibid.

-
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4.

European immigrants with a rural background
from east and southern Enrope.

Havighurst estimates that approximately fifteen percent of the child
population is disadvantaged.

However, in large metropolitan areas,

the percentage climbs to somewhere in the vicinity of thirty percent.

1

Frank Riessma.n has considered the problem of cultural disadvantage.
In his book, The Culturally Deprived Child, Riessman lists the following
reasons for poor school achievement:

2

1.

Lack of an educational background in the home.

2.

Few books in the home.

3.

Insufficient language and reading skill.

4.

Inadequate motivation to pursue a long•range
educational career.

5.

Poor estimate of self.

6.

Antagonism toward the school, the teacher, etc.

7.

Poor health, improper diet, frequent moving,
television-ridden home.

Riessman believes that the disadvantaged child possesses the following
strengths and weaknesses:

3

1

Ibid.

2

Frank Riessman, The Culturally Deprived Child (New York: Harper

& .Row, 1962), p. 80.

3

-Ibid.
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Weaknesses
1.

Narrowness of tradition

2.

Pragmatism

3.

Anti-intellectual

4.

Alienation

5.

Limited development of individualism

6.

Limited development of self-expression

7.

Limited development of creativity

8.

Frustrations of alienation

9.

Political apathy

10.

Suggestability

ll.

Naivete

12.

Boring occupational tasks

13.

Broken homes

14.

Over-crowded homes

15.

Limited educational background

Strens:fus
1.

Cooperativen~sa

2.

Mutual aid

3.

Extended families

4.

Avoidance of the strain that accompanies competition
and individualism

r
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s.

Equalitarianism

6.

Informality

7.

Warm humo1·

8.

Freedom from seU•blame

9.

Freedom from parental over-protection

10.

Enjoyment of other's company

11.

Lessened sibling rivalry

12.

Security found in the extended family.

Riessman also characterizes the disadvantaged child by such phrases
as: quest for excitement, alienation, stubbornness, desire for strong
leadership, early marriage, permissive attitudes toward sex and love,
corporal punishment, and parent-substitutes in the home.

1

The above•listed characteristics give rise to a concept which Frank
Riessman has termed "cognitive style" or "learning style." In an article
entitled, "The Strategy of Style," Riessman reviews various types of
learning styles. 2 These learning styles are established early in the
child's life and not subject to ready cha11ge or modification.
defines strategy of style as

11

Riessrnan

the £ltrategy of producing basic change in

1

-

Ibid.

2

A. Harry Passow, et al. (eds.), Education for the Disadvantaged,
"The Strategy of Style, 11 by Frank Fiessrnan (New York: Holt, Rinehart,
&c Winston, Inc., 1967), p. 330.
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people through understanding and utilizing their styles. "l The author
believes that the typical style of the disad\fl.ntaged student contains the
following elements:

2

1.

Physical and visual, rather than aural.

2.

Content-centered, rather than form•centered.

3.

Externally oriented, rather than introspective.

4.

Problem•centered, rather than abstract•centered.

5.

Inductive, rather than deductive.

6.

Spatial, rather than temporal.

7.

Slow, careful, patient, persevering, rather than
quick, clever, facile. flexible.

Riessman also suggests that a large percentage of disadvantaged
children are weak in auditory discrimination.

3

Auditory discrimination

is a highly important skill if the child is to accurately receive the input
information necessary for reading and other academic skills. It is

thro~h

auditory discrimination that the child learns the language and develops
necessary experiential background for learning. Auditory discrimination
is the basis for most word attack skills. including phonetic analysis.

1

-

Ibid.

2

3
-

Ibid. I p. 328.

Ibid., p. 332.
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Martin P. Deutsch has systematically studied the characteristics
of the disadvantaged child and the disadvantaged environment.

Based

upon his observation, Deutsch has abstracted implications which are vital
in the development of approaches to remedy the conditions which lead to
l
educational disadvanta.gement.

Deutsch states that visually the urban

slum and overcrowded housing facilities provide the child with sparse
stimuli. He says that "there are usually few U any pictures on the wall,
and the objects in the household, be they toys, furniture, or utensils,
tend to be sparse, repetitious, and lacking in form and color variations.
The sparsity of objects and lack of diversity of home artifacts which are
available and meaningful to the child, in addition to the unavailability of
individualized training, gives the child few opportunities to manipulate
and organize the visual properties of his environment and thus perceptually
to organize and discriminate nuances of that environment.

11

z Figure-ground

relationships and spatial organization of the visual field are two areas in
which Deutsch feels disadvantaged children will experience particular
dUficulties.

3

1
A. Harry Passow, ed., Education in De ressed Areas, "Psycholog·
ical Aspects," by Martin P. Deutsch New York: Bureau of Publications,
Teachers' College. Columbia University, 1963), p. 170.
2

-Ibid.
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Tactile development is similarly handicapped, due to the shortage
of manipulative objects in the disadvantaged home.

1

The manipulative

objects that are available usually do not represent a wide variety of
shapes, forms, and colors.

Children in more advantaged homes receive

many different types of playthings, which include blocks, puzzles, games,
and toys in multiformity.

2

The parents of potentially educationally

disadvantaged children must realize the need for a host of manipulative
objects of different sizes, shapes, colors, and forms.
Dr. Deutsch also points out that the lower•class home is not
verbally oriented.

3

The environment does include a great deal of noise,

but this noise has little, if any, instructional value. In fact, young
children learn quickly to cease directing their attention to the environment.
As a result, they diminish the effects of the slight stimulation which they

are receiving.

4

Coupled closely to the phenomenon of chi.ld•diminished

response to stimuli is a general reduction in overall responsiveness.

The

lack of interesting stimuli, demanded child response, and parental rein•
forcement of responses contributes to the development of a child who often

-

1ibid.
2

-

3

Ibid. , p. 171.

-4 lbid.
-lbid.
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finds it difficult to respond to a structured primary school situation.

1

Parents must be aware of the importance of frequent reinforcement of the
child's response to an exciting environment.
Children must learn to use their memory.

Parents help children

develop this skill by asking them pertinent questions which link the past
and present.

2

Disadvantaged children repeatedly demonstrate a tendency

to be present•oriented, rather than oriented in terms of past•present
relationships.

They have difficulty with time judgments.

3

Parents should

realize that children learn to use their memory, and simultaneously devehp
time and sequence connections, through their communications with adults.
Children must experience stimuli worth remembering and must receive
subsequent assistance in the organization of these memories.
Potentially disadvantaged children are not given basic foundations
for later learning.
rare.

Reinforcement upon the completion of an activity is

Due to the trivial nature of tasks which young preschoolers are

assigned, parents oftentimes do not react to a.n uncompleted task with
disapproval.

Therefore, when these children enter school they are not

accustomed to following-through tn activity to its successful completion.

1lbid., p. 172.

-

-

2tbid.
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A great portion of the motivation for eady school learning is reward of
reinforcement of some type.

1

Potentially disadvantaged children have not

learned to perform with this end in mind.

Parents of these children

should be educated regarding the key role of reinforcement, success, and
selection of appropriate tasks in preparing the child to function in schoolrelated learning activities.
It was previously stated that Dr. Deutsch viewed the whole area of
parent.. child interaction and communication in the disadvantaged home as
being at a low level.

Young disadvantaged children do not learn to seek

answers from their pareD:tS.

Questions and dialogue are not encouraged.

As a result. these preschoolers are retarded in basic concept formation.
Questions, answers, and conversation are crucial in early learning.

These

children also enter school with an image of adults which does not coincide
with the image of the teacher as a helpful guide and resource person in
the learning process. 2 Any approach seeking to improve the efficiency of
parents as educators must inform the parents of the significance of
children's questions a.nd discussions.

Later problem· solving ability is

highly dependent upon the prescho?lers• growth in question formulation.
Language and symbolic representation are two key factors in nearly

1Ibid.
2Ibid., p. 173.
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every learning endeavor.

The disadvantaged environment is often lacking

in preparation !or effectively understanding and communicating thoughts
through written and spoken means.

Martin P. Deutsch points out that

children learn a great amount of language by imitating models in their
environment.

The quantity and quality of language models in the disadvan-

taged home is seriously deficient.

1

Also, the number of experiences and

objects which prompt labeling and conversation is meager.

Basil Bern::tein

reports that children in the lower socioeconomic homes use language
almost entirely for the expression of concrete needs and immediate
consequences.

2

Single words or short phrases are characteristic of the

language pattern and style of potentially disadvantaged preschoolers.
Syntactical organization, subject continuity, and grammar are seriously
different from that encountered in school and in textbooks.

3

Parents

interested in preparing their children for successful learning experiences

must consciously aim at developing and improving language.
The lack of time, money, and knowledge associated with the disadvantaged home situation often results in the accumulation of a very limited

l

~.

p. 174.

2 Basil Bernstein, "Language and Social Class." British Journal of
Psxchology, Vol. II {September, 1960), 271•276.
3 Passow, Education in De2ressed Areas, p. 177.
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experiential background.

Young disadvantaged children do not have the

opportunity to visit a number of different places, meet a variety of different people, or experience a wide range of stimuli.

They enter school

unaware of the world beyond their immediate home surroundings.
airports. and camels a.re words without meaning.

Farms,

The absence of printed

material in the form of picture books, magazines, and games renders
these children uninformed regarding the basic concept of symbolizing
concepts and ideas through words. numbers, pictures, or a.rt forms.
Potentially disadvantaged children have not had experience in handling
books.

They do not know the organization of a book or the proper manner

in which it is used.

When they enter school and are asked to learn new

words for reading purposes, they do not have any notion of wha.t the reading
process, and related symbolization. entails.

The young potentially

disadvantaged child might not even have had any experience with the thing,
object, person, or place to which a word refers.

For example, ii a child

has never visited a fa.rm. he might have some difficulty learning to
meaningfully read the words tractor, barn, and rooster.

Parents should

realize the place of books and excursions in expanding children's knowledge
<·

of the world, thereby providing the foundation for later learning.
Many disadvantaged children have a. very poor self•image,. In fact,
some of these youngsters appear to la.ck a self•image entirely.

Parents

are extremely instrumental in the development of their children's self·
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The child formulates his concept of himself as he sees himself

reflected through the reactions of others to him. If the child is ignored,
or constantly the recipient of negative reactions, his self-image must
necessarily suffer. A child who does not respect or value himself can
hardly be expected to respect others or value something as abstract as
an education.

Love, respect, and success must be programmed into the

daily life style of every child.
This section has considered the distinct characteristics of the
disadvantaged child.

The implications of these characteristics for the

development of approaches designed to remedy preschool environments
culminating in educational disadvantagement was noted.

The following

tables contain developmental aspects, developmental tasks, expected
behaviors, and basic readiness skills which universally apply to children
of all socioeconomic levels.

The information dealing with the distinct

characteristics of disadvantaged children and implications for intervention
programs, as well as the basic growth patterns, needs, and expected
learnings common to all children, are used as the basis for developing
two approaches for equipping parents of potentially educationally disadvan•
'
taged children with the knowledge they require to structure a home environ·
ment which leads to the ultimate fullest possible realization of each child's
innate potential.

The first of these approaches is a kit of sample materials

which should be a part of every preschool environment.

The second is a

r -
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programmed learning book.

Descriptions of the developmental steps

which produced each approach are contained.

TABLE I
Aspects of De\'elopment of Preschool Children
AGE LEVEL
A1pee1 of
Developmen1

TWO YEAllS

Abilities
PHYSICAL

THREE YEARS

lmpliulions

Abilities

lmpliuJio•s

lmplica1ion1

Balances
forward

Hits fotthnd
in falling

Balances erect

Fall mar break a
tooth

Climbs easily

karns to use a
fireman's pole

Can kick
objec1

Kicks big ball

Climbs stain
Leasns ro hop

Anivcly runs
jumps, hops

Covers more
ground

Steps in place

.Alternates feet
Stands on one
foor

Climbs bJ
resttpping

Pats, pokes

Enjoys clay
Enjoys action

Has more
motor
control

Learns to skip
Saws
Cuts on a line
Throws over·
hand

Developing
coordination

coys

Runs, lugs

..,

SOC JAL

FOUR YEARS

Abili1ie1

Pulls or carries
a load

Pushes, pulls

Likes to lir pieces

Rotates forearm

Opens doon
Fills and cmpries

Voluntary
muscle
control

I.earns to roilct
self
Likes warer play

M usr possess

Holds and hoards
Does nor share

Slow in relacing ro
new adults

Wants familiar

Does nor
cooperate in
play

Prefcn soliwy

Learning to
share

Shares toys
Not able to share
workspace
Brings possessions to share

Sensitive to
people

Tries to please
and conform
Feels sympathetic
Likes Sl!"ple
i:uessmg
En1oys dressina
up

adulr

pla~

Ware

orhen

Jumps. walks
and runs with
music
Unbuttons
buttons
Rolls ball
Throws
underhand
Toilers self
during day
Talks, or eats,
or plays

Source;

.

-

lmplicalions

Has more
motor
control

Able to sit lonscr

Crosses strccr
safely

Explores
neighborhood
Does simple
errands

Has more eyehand control

I.earns 10 lace
shoes
Learns to use
overhead
ladder
Learns lefr from
1igh1

Has more
coordinarion

Talks and eats
Talks and plays

Self-sullicienr
in personal
care

Uses bathroom
by himself

Contin~!nit

Quotes parents as
authorities
Dislikes isolation
from group
Learns to express
sympathy
Likes to dress
up and play
dramatically
Talks about
!nv!t!ng, not
1nvmng
someone

Is social

Has more cooperative play
Likes to play
house and babJ
Gers along well
in small
group
Conforms ro
adult ideas
Asks adult help

sens1t1v1ry
to people

Likes birthday panics

Mo~e cooperaUft

--

FIVE YEARS

Abilities

------'

as needed

Plays with
small aroup
May not take
others into
group

Vivian E. Todd and Helen Heffernan, The Years Before School (New
York: The Macmillan Co., 1964), pp. 34-35.

TABLE I .;.(continued)

EMOTIONAL

Likes

to

touch

Likes people

Dependent on
mother

Can be moved to
new location
Watches othen
Imitates
Understands:
"He needs it"
Plays with baby
doll
Plays house

Shows self-

Re5rs for ten

control

minutes
Waits until it i1
time

Proud of what
he make!
Developing
independence

Takes turns
Likes to take
it home but
often forgers to

Goe. out of
bounds

Is learning
limirs

Leaves mother

Increases his
concrol of
language
Has short
attencion
span

Attends IQ
words spoken
a few at a
time

Learns words

easily
Talks as part of
play

Is attencive

to

words

Responds

IQ

adult

suggestions

Likes IQ talk
with adults

Experimenrs
with words

IQ

commands

humor

brief
Compares two
objecrs
Counrs to three
Uses words
more

Participates
in planning

Builds a threeblock bridge
Points out three
objecrs in a
picture

Talks about
proposed study
crip
Tries out words
dramatically

excursions

control

Proud of what
he has and
does
Likes to have
rules

Runs ahead, but
waits on

Makes up words
and rhymes
Likes new words,
big ones
Listens to
scories longer

and simple
Responds

coloring
books)
Likes to go on

Poised and in

Learns what is
right to do
and say

Interested in
rules
Plans ahead
with adults
Aets silly if tired

Listens longer co
stories
Enjoys praise

Has brief snatches
of play

drawing (not

corner

for nursery

school
Plays by himself

INTELLECTUAL

----1

Like! to brag
Likes freehand

Interests widen

Interested in rhe

clock and time
Thinks
concretely

Asks "Why?"
and "How?"

Runs a ropic to

the ground
Likes to have

to

imagine

Does much dramatic play

Has purpose

Draws what he
has in mind at
the moment

Is flexible

Is not concerned

I.earns co discin·

guish fact and
fancy
Has fluid
thought

Interested in

death
Changes tide of
his drawing
as he draws

Asks "Whar?"
and "How?"
Learns his
address and
telephone
number

cxplanadons

Likes

Recognizes some
numbers
and letters

with inconsistencies

~

,,

·;"'.·
..

I!

·.

I.

··..
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TABLE ll
Developmental Tasks
ln/a11e1 (Birlh I or 2)
Establishing one's self as a
very dependent being

l!drl:y Childhood (2-3 Jo ,_7)
Adjusting to less private atten·
tion; becomins independent
physically (while remaining
strongly
dependen1
emocionally)

2. Achieving an appropriate

Developing a feeling for af·
fection

Developing the abilicy 10 give
affec1ion
Learning to share affection

3, I.elating

Becoming aware of the alive
as against the inanimate,
and the familiar as againsc
the unfamiliar
Developing rudimentary so. cial interaction

Beginning to develop the abilicy
· 10 interac1 with age-mates
Adjustin11 in the family to ex·
pcctations it has for the child
as a member of the social
unit

Beginning to adjusc to the
expectations of others

Developing the ability tci take
directions and to be obedient
in the presence of authoricy
Developing the abilicy to be
obedient in the absence of
authoricy where conscience
substiNtes for authority

B•ht111ior C1111gor1

1. Achieving an appropriate
dependence-independence
pattern

giving-receiving
of affection

aroups

pattern

to changing social

4. Developing a conscience

Bc~,"~lf.a.:~:en::stablishment

Learning to identify with male
and female adult roles

'· Learning
one's
psycho. socio-biological sex role

6. Accepting and adjusting to
a changing body

Adjusting to adiilt feeding
demands
Adjusting to adiilt cleanli·
· ness demands
Adjusting 10 adult atticudes
toward genital manipula·
ti on

Adjusting to expec,cations res\llt·
1ng from one s Improving
muscular abilities
Developing sex modesty

7. Managing a changing body

Developing physiological equi·
librium
Developing eye-hand coordi·
nation
Establishing
satisfactory
rhythms of rest and activicy

Developing large-muscle control
learning co coordinate large
muscles and small muscles

8. Learning to
understand
and conuol the physi·
cal world

Exploring the physical world

Meetin11 .adult expecr~tions for
resrnct1ve explorauon
and
manipulation of an expand·
ing environmenc

9,

Develo1>in11 preverbal com·
mun1cauon
Developing verbal communi·
cation
11.udimenrary concept forma•
cion

Improving one's use. of
symbol system
Enormous elaboracion of
concept pattern

and learning new motor
patterns

Develo.ping an appropriate
symbol system and con•
cepNal abilities
•

10. I.elating one's self to the

cosmos

the
the

DeveloJ?ing a genuine, chough
uncruical, notion abouc one's
place in che cosmos

. .

.

I .: ....

Source: Evelyn M. Duvall, Family Developmeht I
{Philadelphia: J.B. Llpplncott Co., 1951),
pp. 108-109.
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TABLE Ill
Behavior Expected in Preschool Children
EXPECTED DEHAVIOR

At 4

Al J Ye11r1

URRICULUM AREA

Al 3 Y••rs

Health and Safety

Judges how far to climb and return
safely
Urinates without help unless clothing
is complex

Handles blunt scissors safely
Unzips, unsn<tf)s, and unbuckles
Knows that l>looJ forms a scab IO
prOlect new skin

Handles saw and hammer safely
Goes to bathroom by himself
Puts away toys and closct cupboud
doors

Physical
development

Walks a board holdin~ adult's hand
Stops or goes on the sltde
Likes to swing
Climbs a ladder
Learns to jump

Walks along a walking board
Explores variations on the slide
Learns to pump
Goes down fireman's pole
Learns to hop
"

Walks a narrow curb
Swings by himself
Learns to skip
Cuts on the line

Social
uQClentanding

Enjoys his own birthday
En1oys simple house play and dress·
ing up
Learns to move with the group
activities

Takes turns·
Enjoys birthdays and Christmu
Extends dramatic play--doctor, score
people, delivery man
Explores leader or follower role in
group activities

Waits for his turn
Enjoys birthdays and other holida11
Extends dramatic l'lay further
Enlarges his feeling of belonging to
the group

Scie11ce

Knows where he came from
Knows where his food goes
Names several animals
Observes what is pointed out

Knows death is part of life
Knows sounds, nesrs, and
things abnut animals
Makes his own observations

Knows how he was conceived
Knows what foods different animals flt
Reports what he observes

Geoaraphy

Knows relation of rooms indoors
Recognizes his own home

Uses landmark.
Can go around the block
Recognizes his own neighborhood

Draws and uses a simple map
Walks several blocks to school

Matltemuics

Names a few numbers
Lives in the present

Counts a few numbers
Deals with the past and the future

Counts to ten
Thinks of uses of numbers
Uses a wider span of time in plannln1

Langpage
deyelopment

Learns sounds used In words
Uses simple sentences
Learns new words

Increases his command of oral 10und•
Uses compound sentences
Increases his vocabulary

Has mastered most word sounds
Prints own name
Uses adverbial clauses
Increases his vocabulary

ScorifS

Likes short picture stories
Does short pantomimes with adult

Likes realistic picture stories (e.g.,
about home)
Pantomimes a simple story told by
adult

Likes realistic and imaginative stories
with little drama and a happy ending
Dramatizes simple stories

Art

Like1 easel painting
Scribbles with crayons
Enjoys several art media

Likes to use a brush or other tool
Paints and draws with some design
Enjoys a variety of media and several
art tools

Makes de1ign1 and realistic poruay1ls

Musi~

Likes music
Distinguishes "Indoors" from "outdoors" voice

Creates dance movements to music
Enjoys action stories to music
Learns short songs by rote

Follows simple dance suggestions
Tells high from low, IOft from loud,
fast music from slow
Learns songs by rote
Creates 10ng phrases

Relating eo orhers

Plays parallel to orhers

Plays with others or by himself
Does dramatic play with others
Expresses sympathy
1i'inds his own emotional outlet

Increases his cooperative play
Is more scnsitiv~ to 1he nffds of orhen

}'earl

Other

I'

Sourcie: Vivian E. Todd and Helen Heffernan, The Years :ff!e£2re
School (New York: The Macmillan Co., 1964), Pl>· 158•159.
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TABLE IV
READINESS SKILLS

Physical Readiness
Eyes
Can he see clearly from any part of the classroom? ••••••••••••••••••••••
Does the .child seem comfortable in the use of his eyes? ••••••••••••••••••
(does not Squint, hold materials too close or too far)
Are the results of clinical tests or an oculists examination
favorable? ••••••.••••••••••••••••••••••••••••••••••••••••••••••••••••••
~
.
Is it apparent through his responses to questions or directions
that he is able to hear what is said to class? ••••••••••••••••••• : ••••
Does he respond to a low-voice test of 20 feet, and a whisper
test of

15

inches?••••••••••••••••••••••••••••••••••••••••••••••••••••

Do the results of his audiometer test indicate normal hearing
ability?•••••••••••••••••••···~··•••••••••••••••••••••••••••••••••••••

Speech
Does he articulate clearly? •••••••••••••••••••••••••••••• •·;• •• •·~ ••••••••
Voes he sneak without gross errors in pronunciation? ••••••••••••••••••••
Does he r~spond to suggestions for speech improvement? •• ~ ••••••••••••• ~.
Motor Control
Does1he have good control over large muscles?•••••••••••••••••••••••••••
Does he have good motor control for turning pages of book? ••••••••••••••
Is he able to make his hands and eyes work together in cutting, using
tools, or bouncing a ball?••••••••••••••••••••••••••••••••••••••~•••••
General Health
Does he give an impression of good heal th? ••• • ••••• ·• ••••••••••••••••••••
Does he seem well nourished?••••••••••••••••••••••••••••••••••••••••••••
Does the school physical examination reveal good heulth?••••••••••••••••
Is he able to worl<. Ol' pluy fox· l~ousonable periods without
tiring?•••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••

Are his health hnbita good?•••••••••••••••••••••••••••••••••••••••••••••
.

. '.~. ··~-"' ... ,,.. .~. ,. "

' .. ,, .. ,.... "'"'·-· ... ... _..
~

h··~_

....... . . . .
~

Sources:

Eleanor M. Johnson, Readin~ Skilltext -- Readiness for
Reading' "We Can Read," (Co umbus, Ohio: Charles E. Merrill
Co., I ol).
David H. Russell, et al., Check List for Reading Readiness,
{New York: Ginn and Company~ 1961).
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TABLE IV (continued)

Social Readiness
Sharing
Does he share materials without ::filonopolizing their use? •••
Does he offer help when another child needs it? ••••••••••
Does he await his turn in playing or in games? •••••••••••
Does he await his turn for help from the teacher? ••••••••
Self-Reliance
Does he work things through for himself without asking the
teacher about the next step? •••.•••••••••••••••••••.••
Does he find something to do when he finishes an·assigned
tas}c? . . . . . . . . . . . . . . • .... : . . . . . . . . . . . • . . . . . . . • . . . • • . • . .
Does he take care of his clothing and materials? •••••••••
Does he take good care of materials assigned to him? •••••

~

co-op§:rati.on
Does he work well with a g:coup, taking hi"S share of
responsibility and initiative? •••.••• ~ .•.••••••••.••••
Does he cooperate in playing games with other children? •••.
Can he direct his attention to a specific learning situ. .ation? . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .
Does he listen rather than interrupt? ••••••••.••••••••••••
Is he courteous in getting attention? •••••••••••••••••••••
Does he respect property of others? •••••••••••••••••••••••
Emotional Readiness
AdiustmGnt to T~sk
Does t:he child see a task (sucn as drawing, preparing for
activity, or cleaning up) through to completion? ••••••••
Does he accept changes in school routine calmly? ••••••••••
Does he appzar to be happy <;md w:all-adjusted in school
work,. as evidenced by relaxed attitudes, pride in work,
and eagerness for a new task?· ••••••••••.•••••••••••••••
Does he follow adult leadership without showing resentment?
or, does he have a good attitude toward teacher and her
X'~C,l\l:L:rcarn~Il."ttl? •••••••.•••••••••••••••••••••••••••••••••••
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TABLE IV {continued)

Emotional Readiness (cont'd)
Poise
Does he have self-confidence in speech and actions? ••••••
Does he accept a certain amount of opposition or
defeat without crying or sulking? •••••••••••••••••••
Does he meet strangers without displaying unusual shyness? ••
Audi torv Percep"i.:ion
Does he hear oral directions? ••..•••.•••••.•••••••••••••••
Does he recognize sound differences: high, low; loud, soft;
long, short; timbre or quality? •••••••••••••••••••••••
Does .he repeat spoken words correctly? ••••••.•••••••••••••
Can he distinguish beginning consonant sounds? ••••••••••••
Can he hear likenesses and differences in ·word endings? •••
Can he hear likenesses and differences in medial parts
of words? . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . • .
ca:~

he distinguish rhyming words?

...........••..•••...••..•

Visual Discrimination
Can he quickly find likenesses and differences in pictures,
geometric forms, and colors? .•.•••.•••••.•..•••••••••••.
Can he match correctly in seatwork exercises? •••••••••••••
Can he copy from a sheet--triangles, rectangles, squares,
4, 3, etc. without making reversals? •.••••.••· •••••••••
Is he ublc to observe lik0nesscs and dif feronces in word
f orn1s? ••.••••••.. :· ...................................... .

Can he discriminate between color:.J, ohupos, aizos? ••••••••
Can he complete patterns? ·········••••••••••••·•••••••••••

-----------.........___

,..,.~--·---··---

....... _.

__ __ ·-·-·--·- ________
.

,

...... __ .

,,,~~-.,,

...

__

... _,.

_,~··------
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TABLE IV (continued)
Maturity
Do the results of the d1ild' s r.10ntal test predict probable
success in learning to read? · · · · · · · · - · · · · · · · · · · · · · · · · ·
Can he make or dra·w something to illustrate an idea as
well as most children of his age? •.•••.•••.•••••.•••••
Is his memory span sufficient to allow memorization of a

~ental

short poem or song? ........ • . . . . . . . . . . . . . . . . . . . . . . . . . . .

Can he remember the central thought of a story with the
important details? . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .

Can he remember and follow directions? ••••.•••••.••.••••••
C~n he listen or work for five minutes without restlessness?
Does he grasp the fact that symbols may be associated with
spoken lar1guage? ...................•...........••..•.••
8xperience Readinerrn
Home BacJ:ground

Is English spoken in the home? •••.•••••••....•••••••••••••
Do parents read to the child? •.••• ·..•...••••••••••••••••••
Does he have toys, books, pets, collections? •••••.••••••••
Has he traveled with the family? •.••••••••..••••••••••••••
Other
Does he 'have a reasonable back.ground concerning pets,
animals, birds, transportation, food, shelter, etc.? •••
Is he reasonably familiar with children's rhymes and stories?
Does he have appreciation for size and space? •••••••••••••
anauaqe Facility
Does he have oome ~bility in using sentences? •••••••••.•••
Does he take part in class discusoions and conversations? ••
Is he effective in expressing his needs in classroom
situations? ..... •-t- • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • •
Are the words uoed in t:1e prcpr imcrs and the primer part of
his listening and e::pcaking vocz..bulary? ••••••••••••••••
·Does he understand the rel.:ltion.chipa inherent in aucb words
as up and do\~1. top and bottora, big and little? •••••••
.,.,.,, .., .....,.~--"··-,...-,,..., . . . . . . .,. ~,...• ,. .,.._,,".,...+~·-···~...,...,..,.•._......,.w.~1· ..."-"tl••l•"'""''1$to_...~,~-·~"''~~~.........
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TABLE IV (continued)
:Language Facility (cont'd)
Does he have .a fairly good range of meaningful concepts-that is: vocabulary? . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .
Does he attempt to use "new" words? ························!
Does he listen to a story with evidence of enjoyment and
does he recall parts of it? ····························:
Is he able to interpret an experience through dramatic play?
!Pinking
Does his interpretation of pictures extend beyond mere
en'll.Ineration of de Rt.ails'? ........•..••••..•...•....•.••••
Can he study the pictures of a story and tell the story-what it is about and how it develops? •••.•••••••••••••• ,
Does he understand characters in a story? •.•••••.•..••.••••
Can he predict possible outcomes for a story? ••.••.••.•••••
Can he tell a story without confusing the order of events? ••
Can he give reasons for his opinions about his own work
or. the work of others? . . . . . . . . . . . . . . . :. . . . . . . . . . . . . . . . . .
Does he use ideas in meeting problem situations? •••••••••••
Does he have original ideas? ••••.••••••••.•.•••••••••••••••
Can he perceive cause an<l effect relationships2 ••••••••••••
Docs he have special ability? ••••••••••••••••••••••••••••••
Orientation .:.!:£ Reading
Mind-Set
Does b~e child appear interested in books and reading-by as1dng about, bringi.-:g from home, asking for story? •••
Does he ask the meaning of words or signs? •••••••••••••••••
Is he interested in the ab.ape of unusual words? ••••. • ••••••• :
Letter Knowledge
Can he match letters? : ...............•.......•....•.•...•..
can he identify letters. names? ••••••••••••••• :•••••••••••••
Can he give lett.Gr narn.:::.:s? •••.••.••••••••••.••••••••••••••••
Can he give lettor sound8? •••••.••••.••••••••••••••••••••••
can ho match capitalo and lowor c~sa letters? ••••••••••••••
.

1
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TABLE IV (continued)

to Reading_ (cont'd)
word Kn._owle_S,Cf.§..
Can he detect likenesses and differences in sounds and
appearances 0% words? ...........•.•........••......•..

OrientEJ.t~:.92}

. . . . . . . . . . . . .. . . . .. . ... . .... . . .

Can he read name labels?
.
Ha~d+i~g_ Books
Does he turn pages properly--by taking hold of upper right
hand corner of page? ......•..•.•.•••••••••••••••••.•••
Does he have clean hands before handling books?.~ •••.••••
Does he hold book properly--with hands at bottom or sides
<)f pages? .•.....· •..•••••••.•.••••.•••••••••.••.•.••••
.T,;oes he carry books closed? ........... , .' .......... ~ •••••••
•' • 1

t.:r

I
-=12~l~a

b''
ii:s

Has tne child established the habit of looking at a succession of items from left to right? •••••••••••••••••.•••
Has he entablished the habit of going from top to bottom
of page? . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .
Has he established the habit of going from left page to
r 5. gh t page? • . . . • • .. • • • . • . .. . • • • • . . .. • • . . • • • • • • . .••••.• ••••
Has he established the habit of going from end of· one
sentence to beginning of next sentence? •. • ••••.•.••• ·•••
Can he match ma"i:erial on the board with like material in
~..i$ book? .......,. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .
£.:1.q_§.E_."£.?..QI.!!. !:~iJ "l?:i.."S.=~ .

Is

h~

d8m3loping independence in his work hnbits? •••••••

Is he neat. and orderly in his work? •.•••••••••••••••••••

cv.n he write his n,JJne in the proper pluco on a work paper?
Is he regular in attendance? •••••••••••••••••• ~·~········
'
""'
"'"'"'-•'1' ................ .... ,.........
........ .
.. .. .. .. ,.. ,.,. ..................,,......
.,.,_.,. ,, .. , ,

··~

~"'""!''!'

~

~,
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Development of-Programmed Handbook
The review of the literature and study of the chara¢eristlcs, needs,
and abilities of educationally disadvantaged children indicates the vital
role that the pa.rents play in the development and intellectual growth ol
This role is particularly important during the early
l
childhood years. Lilian a. Katz ha• written that:
their children.

A most im;pOrtant Implication of cu.r:rent research findings

b that when the child ls tauaht his ABC's, colors, shapes,
and school•type tasks, something may be set off between
the child and ltla parent that could make a profound differ•
ence in his development. It may be that having her child
come home with a apeciflc skUl increases his mother'•
confidence in hia future and that a mother's confidence
in her chlld 1a future haa continuing potitlve effects on his
development.
Parents, eapeclally mothers, must realize the importance of their
responsibility in providing children with a stimulating preschool environ•
ment.

They must realize that they are, perhaps, their child's most

important teacher. Dr. Katz has asked the question, "What am I doing
to increase the mother•' confidence in the futu.re of thelr children?"Z
This question should also include a second part: "What am I doing to
increase the mothers'

confidence~

her importance and capabillty as her

child's first teacher?"

lLUian G. Ka:tz, "Teaching in Preschools: Roles and Goals,"
Children, Vol. 14. No. 2 (March•AprU, 1970) 48.
2

lbid.
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The programmed learning handbook c:Seveloped as the outgrowth of
this project is an attempt to answer both questions.

The handbook, entitled

Before School: A Handbook for .Mothera, ls an attempt to solve the problem
of early childhood environmental disadvantagement.
The first step 1n the development of the handbook was the acquiring
of expertise in the fields of early childhood education, environmental

effects on early childhood growth and development, and self•lnatructional
learning materials and teehnf.quea.

Thie step was detailed in Chapter ll,

•Review of the Ltteraturet' The second step waa the determination of
content whlcb should be included in the handbook.

Tbls phase was dea•

cribed 1n the first section of the present chapter • "Survey of Early
Childhood Characteristics, Abilities, and Needs. n The next

acti~

involved the establishment of broad, program objectives and apeclfic
behavioral objectives.

The program objectives are:
1.

To provide mothers of potentially educationally
dlsadvantaged children with knowledge and auggeatlons
necessary for the structuring of a stimulating pre•
school home environment.

2.

To lncreaae th4! mother's confidence ln her importance
and capability as her child's first teacher.

3.

To lncreaae the mother•• confidence ln the future of
her children.
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The specific behavioral objectives are:
Upon completion of thls program, the participants will be able
to:
1.

List and discuss things mothers should remember
when teach1n1 their children.

z.

Suggest activities a child ehoald engage in to develop
good, strong muacles.

3.

Differ~tlate between large and fine muscles by
naming four actlvltlea for developing laJ:ge muscler
control and fou.r for developing fine muscle control.

4.

Rcu:oplze the valu.e of playing with puzzles by
listing four things pGzale1 can do to help children
learn.

s.

Suggest and conduct experiments with children in

usln.g each of the five senaes.

6.

Recognbe that all people have a need for self•
expression by naming four, or more. ways cbildren
may expres• themselves.

7.

Become aware of the need for and recognize the value
of certain childhood activities which foster creativity
and aid in developing the chUd by listing several
things to be done and advantages ol. each of the
following:

a. Make•believe games
b.

Scribbllngt and arlwork

c.

Asking and answering questions

d.

Talking about things children see and hear

e.

Vlsltlng the neighborhood community helpers

£.

Going on trips to museums. zoos, tarms, etc.
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g.

Stu.dying and reading pictures

h.

Putting objects into groups

i.

Dt•tinguishl.ng between llk.enessess a.nd dUferences
1n people and things

j.

Guldlng children in artwork.

k.

Hand.Ung a.nd ca.ring ftn: books

1.

Conducting everyday science experiments
.;-

m.

Teachlng children about thelr names. addresses,
phone numbers, height, weight. and. health

n.

Allowlng children to judge rlght from w rona.
make decisions, care !or peta. handle money, etc.

o.

ProvtdJ.ng children with an atmosphere of safety,
security• and love

Following the determination of the problem, analysis of content
materlal, judgment of the vilu.e of programmed instruction in attempting
to solve the problem, and formulation of objectives. the feaslblllty of
the project waa again examined. Programmed learning did appear entirely
appropriate for the pul'poae.

The content material su.ggeated in the

objectlves was realistic and consistent with the kaowledge and tnformatlon
required by mothers. Behavior changes in the cognit.ivr,, affective, and
t

psychomotor domalna were contained 1n the llaUng of objectives.

The•e

behavior changes were sought at a variety of levels, extendf.ng from
recognlUon and recall to memory and concept formation.

The major

consideration was the population for which the handbook wa• being
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developed.

The program•users were disadvantaged mothers. many of

whom suffered from reading handlca.ps.

Therefore, the content must

necessarily be presented ln a form conducive to easy comprehension.
Vocabulary lists were secured, and the reading level of difficulty was
kept between third and fifth grade. In the event that a mother might have
some difficulty in reading the content material, the program was designed
to contain explicative illuitrations on each page.

These illustrations

were prepared for the purpose of providing pictorial context clues to
the written material. A mother with an extremely low reailing level
will be able to decode some mea.nl.ng from the program, even if she
relied solely on the pictures.
The volume of matertal contained in each frame ls small.

The

average frame is fou.r lines in length. Each frame deals with limited
concepts and demands some type of response.

The constructed response

and multiple choice response are utilized bx this program. However,
the constructed response b required far more frequently than the

multiple choice, in order to encourage a more active partlctpa.tion on the
part of the mothers.
The program contains set frames, in which the desired response is
contained in the l.nforma.tlon section of the frame.

The set .frames are

very easy, to guarantee success and reinforcement. 1£ the material
covered by the set frame ls more difficult. several set frames are found.
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Following the set frames, there is usually a practice frame.

The practice

frame enables the student to uae the material he has previously learned in
the set frame.

The constructed responses, generally required by the

set and practice frames, are short .... one or two word answers. If the
material demandl considerable reinforcement. several practice frames
containing different constructed responses relating to a fixed segment of
content are utilized in su.ccteasion. Following many of the practice frames
are terminal frames.
test.

The terminal frame serves as a review and self•

When the constructed response is requested ln the term.inal frame,

a more lengthy response is expected than le the case in the set or practice
frames. However, the multiple choice response is used most often ln
the terminal frames.

Not every segment of information introduced in

the program follows the progreselon from set frame to practice frame,
and finally to terminal frame. l! the content le relatively simple, the
terminal frame ls omitted. In a few cases. material is introduced as a
background for some higher level concept formation.

This material la

very simple and merely included for review• since the information is

common knowle<l.gc;,. In this situation,
the set frame is employed in
t
isolation.
Within frames. cues are utilized to aaslst the mothers in success•
fully l'esponding to the more dWicult questions. In some of the frames,
key words are printed in upper ease characters for emphasis. Another
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form of cue applied is the placement o! a number of blanks "' equalling the
number of letters in the correct response ... • on which the student records
h.ls answer. lithe material is extremely difficult. the beginning or the
beginning and ending letters of the response are placed on the line. In
a few instances. the response line ls substituted with blanks numbering
the a.mount of letters in the correct answer~ and f.n addition. one o:r more
o! the blanks are completed for the mother.

It was aau•umed that all mothers would pro.fit from working through
each frame in the program.

Therefore, straight. linear programming

was used. In omlttf.ng branching or adjunct programming, confus.ion
and complication in program use was a.voided.
Prior to the testing of the program, comprehensive editing occurred.
First, the copy was checked and re•checlced for composition, grammar,
usage, spelling, and language.

The appropri.atenes• of the Ulustratlons,

as well as their placement on the page was examined.
of the frames and response column was debated.

The organization

Ultimately, the illustra•

tion was located at the top of each page, with the frames below.

The

response column was situated directly opposite the frames, to the right.
(

Next the tota.1 program was edited.

The order of presentation of

material was reviewed to determble if the program moved smoothly from
idea to following idea.

The major goals and objectives of the program

were reappraised to ascerta.ln that the program did indeed work toward

--
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the fulfillment of those goals.
Lastly, the individual frames and responses were edited.

The

quantity of material contained in each frame was analyzed to determine
that .the proper amount of material had been included in every frame.

The

content of the material included was also studied to dlscover if all the
pertinent information had been embodied. while at the same time. tr:rele•
vant material had been omltted.

The reading level of each frame was

checked to prevent the inclualon of material too difficult for mothers
handicapped in reading to decode. However. the danger of oversim.pll•
ficatlon or presenting inaccuracies in attempting to hold down reading
level was realized and the program was scrut!nlaed for thls pitfall. The
desired responses were reviewed to uncover any irrelevant answers. An
expert in programmed instruction reviewed the booklet and offered
suggestions for improvement, which were incorporated into the work.
Upon completion of the entire editing process, the program was
tested.

The first method of testing was one•by•one testing.

Ten mothers

were involved ln this phase. Each mother worked through the program
in the presence of the progra.mme1'• Record was made of the items missed.
Immediately foUewlng an incorrect response, the frame was discussed
with the partlctpant to determine the cause for the error. Frames that
were repeatedly mlsaed were revised ln terms of the information secured
in the dlscusalons.

-
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Following the revisions suggested by one•to•one testing. the program
was tested with a group of eight disadvantaged mothers.

The mothers

completed a pre•test prior to working through the program.

The mothers

were told that the program wa.s still in a developmental stage. a.nd their
answers would be iutru.mental in further revisions.

The procedures for

working with programmed materials were carefully explained. After the
mothers completed the proeram, a post•test was administered.

The

mothers were also encouraged to give comments l"egardlng the program.
Based upon test results. observation of the mothers while they completed
the program, and discussion, further revisions were made.

The group

test indlcated that some concepts needed addltlonal reinforcement In the
form of adclitlonal frames.

Some of the desired learnings were implied

in the frames, without being expllclUy stated. It was found that this
ma.terlal had to be stated in definite terms.

The conversations with the

participants also highlighted several area• ln which the mothers lacked
knowledge which had been mis•ed or omitted in the program.

The one

overwhelming positive factor revealed through the group test was the

value of the illustrations.

The group test also indicated that the reading
(

level was appropriate. Further revisions were ma.de.

The program was

expanded to include elaboration of some points. clarlflcation of others. and
addition of content which had previously been missing.
were improved.

The Ulustrations
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A second group testing situation. ln which fourteen mothers
participated, resulted ln improved gains in pre• and post•te•t scores.

However, two new problems were discovered.

First, several of the

mothers thought upon first examination of the handbook., that it was
designed for children.
phrase,
School.

0

This confusion resulted in the addition of the

A Handbook for Mothers," below the original title, Before

The second d1f£ictd.ty resulted from the fa.ct that the elaboration.

clarificationt and addition of new material had substantially increased
the length of the program.

The original program had contained one

break in the middle of the booklet. In view of the additional frames.
it was determined that one break forced the mothers to work for too long

a period of time.

Therefore, the booklet was divided into three parts,

with two breaks, rather than one.
The group testing was undertaken through the Pilot Study. which will
be described further in the following Chapter.
Field testbig of the program with a larger population. to determine
its effectiveness in transmitting to disadvantaged parents information

rega.rdlng the structuring of a stimulating preschool environment, is
€1.i.scussed in Chapters IV and V.

Development oi Kit
At a recent meeting of the American Educational Research Associa•
tion, Eileen Earhart presented a pa.per dealing with curricula appropriate
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e::t.."Plorati.on thrc>t1gh ubject ma.nlpulatlon and variety ol hlgb-1.ntierest

nl&terlals.

1

A previously cited dc11cri.ption b)· I'<.obert &vightu·st states

that }'·ow1g childzen 1n aaclaUy dlaadva.ntag•d homes la.ck:Z

A !am!ly envi.r011nu.mt whlch eets an example of readlnif;
su·ovldea a variety of toys and play materials with co.lore,
slz~•• and obj~cta that challenge hla ingenuity with bis
hands and hls mind.

the eUecta of educational dlaadvanta.gement ln the preschool eariromnent

tbe types of materials whk:h ahou.ld be bu:luded in tbe borne environment
0£ every young child.

promoting early child arowth and development.

The following gencn:al

1EUeen M. Earhart, !=-la!!U!stdi:!ff et -it\92!ll01J ';fa;'&i.t;\l!K ~u.r,ricula
for lietd Stazt C:f11!1ren1 Paper presented at the Annual Meeting of the
A:r.nerican Educational iL. search A11aoc:la.Uon, Malrch 6, 1970, pp. 1•6.

2
zuvlghurat. WI.!o J!l!"f,. ~ ,soeiallx Disaf!D:!!•ied ~1~ers, p. 6..

~'.frai~s, <fott~!• !9 'rox Ex,.a,l9tlo!; Toy Gui.dance Council. Inc ••

(Nr'.:~w York:

1954}. p.6 ..
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1.

Infant toys, such as rattles. squeeze toys and
bathtub toys.

Z.

Stuffed toys, such&$ plush covered and vinyl
covered animals and dolls.

3.

Preschool toys, such as blocks. push•pull and
occupational toys.

4.

Dolls and accessories, such as clothing and feeding
sets.

5.

Trucks and mechanicals.

6.

Guns and holsters, including space guns and rlfies.

7.

Crafts for boys and girls, such as simple and
advanced construction kits, model klts and home•
making equipment.

8.

Musical toys.

9.

Books, including washable books, picture book.a,
sound books and advanced story books.

10.

Electric trains and acceseories.

11.

Wheel goods, such as velocipedes, wagons, doll
carriages, bikes, and scooters.

12.

Junior sports goods, including boxing gloves, balls,
archery, roller skates, sled, and pogo sticks.

13.

Ga.mes. both indoor and outdoor, such as board
games, quizzes, and magnetic dart games.
(

14.

Structures, such as doll houses, play houses, air•
ports, frontier sets and other large bulk items.

15.

Miscellaneous, including play suits, backyard gym
equipment, beach toys, sewing machines and
typewriters.

ll4
The Toy Guidance Councll, Inc. states that children need a "balanced
diet" of toys.

They list four areas of need co:mmon to all cbildren:1
1.

Everx child needs platll!J.egs to enco!!£age :ehJ:sical,
active play. Typical of these are push•pull toys,
wheel toys, balls, sports a.nd gym equipment. Such
toys should help a child develop bis muscles and l'l'IU11al
dexterity; to perfect coordination between eye, hand,
and mind.

2.

Every child needs elaytools to encourage mental
grow!Q. Blocks, construction kits, artists' equip•
ment and hobby crafts are examples of this type of
play. Through such toys a child learns how to
express himseU; to create a.nd try out new ideas; to
develop enterprise; to use his powers oi observation.

3.

Eveg cf.Ud !l-O.•ds ;elaf!Qols that ez,u;ourage imitative,
imaginatlve 1 and drarnttlc play. Through such toys
as dolls, housewares, trains, erector sets and
costumes, he creates a wo:rld of make•belleve and
gathers experlencee !or use in his later life. This
ls essential ll he is to gain greater insight into the
world about him. Through imitating dramatically
the realities of the day•to•day adult activities he
wltneases. he learns how to do a real job in real
life.

4.

Every child needs elay rnateria.1- to encourage fOCial
Through shared activity with other children,
he gains a basic understanding of how to get along with
other people. He learns standards of !alr play and
how to practice good sportsmanship. 1n the process.
he also learns the value of concentrating and thinking
quickly and aceurately. Such games as anagrams, blzvo,
basketball, and baseball provide thls activity.

J?!!J:.:

The "Before School Kit" attempts to educate parents regarding

libld. • pp. 6• 7.
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materials which should be in

~e

home by actually providing the parents

with samples of many of these materials. Hopefully, U parents receive
free materials they will become interested in the whole area of manipula•
tlve toyst games. and supplies and assume the responsibility for providing
the additional contingents.
Included ln each kit is a single sheet of instructions, explaining that
there a.re certain materlars which should be in the home during the years
before the child starts echool.

The sheet further explains that the Before

School Ki.t contains aamples of some of these materials.

The materials

in the kit wW have to be replenished. ln the period before the child enters
school. Additional types of toys and materials should also be purchased.
A listing of some of these additional toys and materials ls provided,
including types from each classification previously clted.
Most of the materials ln the kit can be classified u.nder the heading
of playtociS to encourage mental growth.
The idea for the Before School Kit was the result of the Pilot Study,
described in Chapter IV.

The mothers who received some actual

materials through the Pilot

Proje~t

became much more aware of the

importance of toys and ma.terlals in the preschool environment.

They

were able to list a much greater number of objects that should be part
of the early childhood environment after receiving samples of materials,
as compared to the number of objects they could list prior to the
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distribution of materials.
While the Before School Kit might not be considered a self•lnstruc•
tional learning technique in the strictest sense of the term. it was
considered as such in this research project. In the absence of any
profesaional guidance. mothers receiv_lng a kit have an opportunity to
learn a great deal about materials which should be in their homes.

Per•

mittlng their children to use these materials offers mothers another
opportunity to witness the learning process in action.

Merely looking

through the kit teaches the mothers some important concepts regarding
the structuring of a stimulating preschool environment.

This knowledge

is gained individually and rein!orced each time the mother purchases
additional materials for the preschool child.
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CHAPTER IV
DESIGN OF THE STUDY
This investigation was conducted from August. 1970 to December.
1970.

The study was designed to determine the relative effectiveness of

two approaches for combating the losses in intellectual development
suffered by preschool children ln educationally disadvantaged homes by
educating parents.

The first approach ls the programmed learning

booklet, Before School, A Handbook for Mother1.

The second approach

is the Before School Kit.
The measuring instruments employed are found in append.ix B.

The

investigation sought to a.newer the following questions, by comparing the

results of a pre•test, administered prior to the distribution of any
materials, with the results of an identical post-test, administered after
the parents received material&:
1.

What is the relative efiect on test performance of
the Before School Kit, ln terms of acquisition of
knowledge relating to the structuring of a stimulating
preschool environment?

z.

What ls the relative effect on teat performance of
the booklet, B~fore School, A Handbook for .Mothers,
in terms of acquisition of knowledge relating to the
structuring of a stimulating preschool home environ•
ment?

3.

What ls the relative effect on test performance of a
combination of both the Before School Kit and the
booklet, Before School, A Handbook for Me;>ther~,
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in terms of acquisition of knowledge relating to
the structuring of a stimulating preschool home
environment?

4.

Does the Before School Klt produce more, equal, or
less effective learning than the booklet. Before School,
A Handbook. for Mothers ?

5.

Does the Before School Kit produce more, equal. or
less effective learning than a combination of both the
Before. School Kit and the booklet. Before School,
A Handbook for Mothers?

6.

Does the booklet, Before Schoo11 4 Handbook for
Mothers, produce more, equal, or lest effective
learning than a combination of both the Before School
Kit and the booklet?

7.

Does the total sample population demonstrate an
acquieition of knowledge relating to the structuring
of a stimulating preschool home environment?

s.

Did participation in the study increaee the parents•
awareness of their vital role in the educational
process of their children?

9.

.Did participation in the study increase the parents•

awareness of the materials which should be included
in every preschooler'• home environment?
In addition. the study attempted to determine the differences in knowledge
relating to the structuring of a stimulating preschool environment between
mothers of the lower socioeconomic status and mothers of the middle
socioeconomic status.

These differences are determined both prior and

subsequent to the lower status mothers• participation in the study.
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FUot Study
The inltlal research effort was begun ln May, 1969. A pilot project
was established at the Opportunity Centers, 706 East 63rd Street, Chica.go,
Illinois. At that time, the Ce?ters offered a wide range of activities,
designed to meet needs ln the surrounding disadvantaged community.
Among the activities offered were: machine shop practice, induatria.1
sewing, short order cooking classes, party cooking and catering classes,

wiring and soldering classes, blue print reading classes, shop math
class, small appliance repair instruction, civil servlee review, high
school tutoring sessions, basic education classes, and a job clinic. A
mothers' study group was organized at the Opportunity Centers. Mothers
were recruited from the immediate community.

Representative a from

the Centers made a special attempt to attract mothers receiving weUare
assistance.
weeks.

The pilot project met two afternoons each week for ab:

The mothers attending all had children in the two to four year

old range.

Many of the mothers also had older children.

attended the study experience with their mothers.

The children

The objective of the

project was clearly defined, and all mothers realized that they were
'
going to learn how to work and play with their own child in terms of
maximizing the child's growth and development potential.
The aesalons consisted of learning activities, in which ea.ch mother
directed her own child, followed by a refreshment period, In which the
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parents were encouraged to help their child develop communication skills.
During some portion of the meeting, the children retired for a brief na.p.
The mothers utilized this opportunity to share problems and observations
they had made.

The project leader served a.a a resource peraon.

The main emphasis

was upon the development of skills in structuring a. stimulating preschool

environment ln the home &ad upon development of a sense of confidence
and importance regarding the mothers' role. .Ea.ch mother established a
definite working relationahlp wlth her child. She gained confidence not
only in her skW ae a teacher, but also ln her ehild's ability.

The mothers

were pleased to witness the growth of their children as a result of their
efforts and guidance.
The pilot project provided the testing ground for the programmed
learning booklet and materi.al& kit. ht. fa.ct, these approaches were devel•
oped as an outgrowth of certain phenomenon apparent in the pilot project.
The individuals who etat'fed the Opportunity Centers were dedicated
to their work and extremely sensitive to the needs of various community
members.

Yet. the mothers who were willing to attend the study sessions

•

were not. in. the estimation of the staff, the members of the community
in the greatest need of assistance.

Many of the mothers who did not

enroll were busy working and caring for a large family.

This type of

mother does not have the time. interest, money, or awareness which
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prompts parents to enroll children in preschool classes or enroll in
training sessions themselves.

These same mothers must struggle to

maintain bare existence for themselves and their large families.

.Many

of the mothers of educationally disadvantaged children. both ln the
community surrounding the Opportunity Centers and throughout the
country, are the head of the household.

Therefore, they are too busy

or too tired to provide theb· children with mu.ch more than food, clothing,
and shelter.

They are often the product of an environment similar to

that which they provide their children.

They have suffered intellectual

losses• which render them uninformed in ma.ny aspecta of child care and
training.

The vital ·stimulation which every child needs in early childhood

is overlooked ln the face of necessity and lack of understanding.
The mothers are too busy to attend cla.sees, meetings, or interviews.
They have vocational responsibilities, as well as other children demanding
care.

The cost of ba.by·sitters i.s prohibitive.

realize that they la.ck certain knowledge.
home situation is a poor one.

These mothers often

They also realize that their

Many of these mothers resent ha.ving

their shortcomings remedied by a "su.perior" professional.

•

They also

resent intruders in their homes.
The mothers of educationally disadvantaged children do not conscious•
ly desire tha.t their children be the victims of a poor home environment.
They do not desire that their children s..u.ffer intellectual losses.

However,
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they are without the basic information necessary to combat these losses
by improving the home environment.

study welcomed suggestions.

The mothers involved in the pilot

They also expressed the belief that all

disadvantaged 1nothers would welcome suggestions. li there was some
manner in which these suggestions could be transmitted in a simple,
effective fashion that would not interfere with a busy, hectic life or
compromise human dipity.

The approach must be easy to comprehend.

inexpensive.. and free from degradation and large time commitments.
In response to these expressed and observed needs, the two

approaches were immediately developed.

The mothers enthusiastically

supported the efforts and encouraged their wideapread use.

They also

participated in the testing and refinement of both approaches.

S,~lection

of Particiea;nts

In implementing and evaluating the two approaches with a larger

sample, the selection of participants was crucial.

Mothers of potentially

educationally disadvantaged children needed to be identified. A review
of research findings indicates that children of the lower socioeconomic
status score considerably lower on reading tests than children of middle
and high socioeconomic status, even when intelligence is held constant.

1

1Ronald R. Green, Educational Psychology (Englewood Cliffs, New
Jersey: Prentlce•Hall, Inc., 1964) p. Z5.
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A comparison of reading vocabulary and reading comprehension scores of
white and Negro students in a southern state indicates that Negro students
deviate from the national mean to a far greater extent than do white
students.

1

Results of a study conducted in Washington, D. C •• in which

the Stanford Achievement Test scores for Negro student& were compared
with the national median rendered sbnilar results.

2

This l"esearch

suggests that mothers in the lower socioeconomic status produce children
who are educationally disadvantaged.
The next step was the determination of some location in which a
large number of mothers ln the lower socioeconomic range could be
contacted. Cook County Fantus Clinic was contacted.

The personnel stated

that the mothers utilbing Clinic services were definitely in the lower

socioeconomic range.

Most of them were weliare recipients. Every

mother visiting the Clinic had a child below the age of two years. Approxi•
mately 90fo of the mothers were Black.
In order to insure against the possibly faulty assumption that these

mothers did not know as much about providing an early childhood environ•
ment rich in stimulating experiences as did mothers in the middle socio·
~

economic status, a second group of mothers was selected.

1
lbid •• p. 27.

zIbid.,

-

p. 28.

The mothers
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tn the second group reside in the Riis Park area. which ls located at
6100 West Fullerton. Chicago, Winois.

These mothers also have young

children, but were entirely middle•class white.

The results of a teat.

designed to assess the mothers' information regarding child care and
training and administered to both groups. was compared to ascertain
that lower socioeconomic mothers did, in fact, possess less knowledge

tn the area o! early childhood environment than did mothers of higher
socioeconomic status.

The results of this comparison will be cited in

the following chapter. 1n addition, the Reaort of the 1968•6? Ci!x;• Wide
Testing Program for Chicago .Public Schools was secured.

The results of

the readiness tests administered to children attending schools in the
Riis Park area were compared to the scores of children attending schools
in the neighborhoods in which the Fantus Clinic mothers reside.

The

Riis Park area schools scored much higher on the readiness. as well
as other achievement, tests ... indicating that the children of mothers
residing in neighborhoods serviced by Fantus Clinic do sulfer from
education.al disadva.ntagement.

1

There were 182 mothers involved in the Fantus Clinic segment of

1
Report of the 1968•62 City•W\de Testina Program, Board of Educa•
tion, Chicago Public Schools (Chicago, llllnola, 1969).

-

1Z5

this study.

Two additional mothers refused to participate. One hundr-;d

of these mothers were included in the final analysis. Sixteen mothers
were disqualified on the basis of illiteracy; eighteen mothers were disqualified because they did not complete some portion of the pre- or post•
test; and forty •eight mothers participated in only one of the two testing
situations.
All mothers participating ln the e-tudy had at lea.st one child under
two years of age.

The Fantus Clinic mothers had families ranging in

size from one to thirteen children.

The children ranged in a.ge from

several weeks old to twenty years old.
Ninety percent of the mothers attending Fantus Clink were Black
and could be classified in the lower socioeconomic sta.tu,s.

There was a

smaller number of mothers from a wide variety of ethnic backgrounds,
Spanlsh•speaki.ng mothers. Appalachian mothers, Chinese mothers, and
foreigh•speaking mothers were involved. However, the 10% of non-Negro
participants could also be cJa.sslfied in the lower socioeconomic status.
The mothers ranged in age from thirteen years to fiity•four years.

They

ranged in educational training from the fourth grade to some college

•
training.
The Fantus Clinic mothers resided in poorer sections of Chicago.
generally considered 0 slums. u The majority lived on the west. near·
north. or near•south sides of the City.

The population density in these
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areas is usu.ally quite high, while quality of housing facilities is low.
Any literate mother attending Fantus Clinic was eligible for inclusion
in the study.

No screening beyond the examination of the heading of the

pre•test to determine literacy was conducted.

The mothers visited the

Clinic for routine check•ups and health care for their small children.
The check•ups were routinely scheduled at approximately six week
intervals, .facilitating a continuing relationship with the study participants.
The Riis Park mothers, who functioned as the comparison group,
numbered fifty•six.

One mother refused to participate. Of the fifty•six

mothers involved, two were disqualified due to the noncompletlon of the
test.

The Riis Park mothers were administered only one test.

They

were not involved in the implementation or evaluation of the seli•instruc•
tional materials.

The Rib Park mothers served as the basis for compar•

ing the knowledge posaessed by mothers of higher socioeconomic status
with knowledge poaaesaed by mothers of lower socioeconomic status, in

regard to early childhood growth and development and environmental
effects thereupon.
All Riis Park mothers participating had at least one child under
'
four years of age. The number of children in the families ranged from
one to seven.

The ages of the children ranged from early infancy to

fourteen years.
One hundred percent of the Riis Park mothers were white.

There
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were no Negro. Chinese, or Spanish-speaking mothers.
ranged 1n age from twenty•one to forty•six years.

The mothers

The maxlmu.m

educational tralning ranged from ninth grade to college graduation.
Riis Park serves the North Austin, Cragin, Belmont•Central,

Montclare. and Galewood sections of Chicago•s northwest slde.

The

average age of the homes in the area surrounding the Park is approximate•
ly thirty•five years.

Mosf of the housing is single family dwellings.

However, in the past ten years, a substantial number of new three and
six flats have been constructed in the neighborhood.
very stable.

The population is

WhUe the area has ethnic sections, it is entirely white.

Transportation into this section of the city is Umite(l.

There ls no rapid

transit servicing the district, and no expressway within convenient
distance.

Unemployment ls low.

The :residents 0£ the Riis Park: area

are basically blue•collar workers. Few mothers work. !ull•t1me, although
many hold part•time jobs.

There are Catholic. Lutheran, and Greek

Orthodox schools in the community.
schools and park playschools.

There a.re also several nursery

Community action groups are minimal.

with the exception of extreme or!J8tnized resistance to busing several
years ago. 1

1Jane J. Mosier, private interview held following data collection at
Riis Park, where she has been supervisor for six years, September, 1970.
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Any literate mother reporting to Rlts Park for playschool registra•
tlon was eligible to partlclpate in the study. No screening, beyond the
determination of literacy. was conducted.

No mothers were disqualified

on the basis of illiteracy.
Measuring Instrument
A two•paged test, designed to measure knowledge related to the

structuring of a. stimulating preschool environment. was developed (see
appendix B. ) The first page of the instrument contains two sections.

The

top section requests certain demographic data, such as: mother's name,
home address, number of children in the family, ages of children, age
of mother. and highest grade mother completed in school.

This top

section also served as an Indication of literacy. Since both approaches
developed relied upon the mothers' ability to read, any mother who
demonstrated illiteracy by failure to successfully complete the upper
section of page one, was eliminated :Crom the study.

The second part of

page one contains twenty statements. to which the mothers must respond
by circling T, for true, or F, for false.
'
The second page of the test contains
seven questions.

The first

question deals wlth the role of the parent in the educational process.

The

next five questions test recall and knowledge of various activlty•rela.ted
information.

The last question ls concerned with the materials and
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toys which should be part of every preschool environment.
The twenty true•false questions were valued at one point each.
mothers were encouraged. to mark each question.
for guessing.

The

There was no penalty

The first item on the second page was regarded as vital,

and therefore given a weight of five points.

The next five items on page

two were items requiring three answers each. Each correct response
was worth one point.

The ·final test item con.ta.ins space for flfteen

answers. Each correct answer, up to a maximum or fifteen, was valued
at one point.

The total possible number of points for the test ls fifty•flve.

The test was reproduced on paper stock of three different colors.
The yellow tests were utilized as pre·tests for the disadvantaged mothers.
The green tests were utilized as post•test; for the diaadvantaged mothers,
and the white tests were used with the middle•clasa mothers. In other
words, the same test was employed as a pre•test, post•test, and
comparison test.
In the event that a mother did not attempt to finish a test, the test

was disqualified, and. the mother was eliminated from the study.
Collection of Data
The Fantus Clinic mothers meet from approximately noon until
four o 1 clock each Tuesday.

Upon their arrival at the Clinic, they must

check•ln and have their child weighed. After these procedures are
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accomplished, the mothers have quite a long wait before they see a
doctor. During this waiting period. mothers were approached and re•
quested to participate in a study involving new techniques for helping
parents help their children. It was explained that the mothers would
first complete a short test. Following the completion of the test, they
would receive materials.

Upon their next visit to the Clinic, the mothers

were given a post•test to determ.lne the effectiveness of the materials
they bad been given in transmitting the desired knowledge.

The final

twenty•five mothers were told that they would receive :materials the
next time they attended the Clinic. On their second trlp, they were
administered the post-test and then given the materials.
were the control group.

These mothers

Twenty•five mothers received the programmed

learning book only. twenty•flve mothers received the ldt only, and
twenty•five mothers received both the book and kit simultaneously. All
mothers were told to attempt to answer all questions.
The atmosphere surrounding the study was very relaxed.

The

investigator assured the pa.rents that the teet results were not going to
be analyzed from a personal standpoint. but rather in groups.

•

They

were also told that the results had nothing to do with their Clinic records.
The investigator chatted with mothers and cared for children while the
mothers completed the tests.

The mothers appeared very willing to

participate and quite delighted with their materla.ls.

Many requested
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extras for friends.

The hospital staff was also interested a.nd supportive

of the total endeavor.

The Riis Park mothers were administered the test prior to registra•
tion for the 1970•71 playschool season.

The park supervisor explained

that the tests were part of a study to determine the differences among

mothers in knowledge related to child care and training.

The mothers

were told that the data wo•ld not be analyzed from a personal standpoint,
but rather in a group. Since there was no follow•up of a. second test, the
mothers were told that they need not fill their name in the spot so desig•
na.ted. Any mother hesitant to participate was told to refrain from doing
so.

Three tests, out of a total of fifty•six, were returned unsigned.

one mother refused to participate.

Only

The mothers were told to attempt to

answer all questions. At the termination of the test•taking situation, the
Park was presented with several boxes of supplies for use ln the pla.y•
school program.

The mothers were each given a copy of a booklet

entitled, Your Child Entering School. which outlines the steps parents
should take in preparing their children for school entry.

1

The mothers

were pleased with the booklet, and many requested additional copies for

•

friends.

The Park mothers were most cooperative. as was the Park staff.

1rour Child Entering School (Greenfield, Massachusetts: Channing
L. Bete Co •• Inc., 1970).
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CHAPTER V
STATISTICAL ANALYSIS AND INTERPRETATION
OF DA.TA

Restatement of the Problem
The problem of combating severe intellectual losses, which are the
result of a lack of stimulation in the early childhood years, has been
attacked through the development and implementation of two self•instruc•
tional approaches for educating mothers of potentially disadvantaged
children regarding preschool environment.

The evaluation demands that

the problem be restated in terms su.bject to statistical lnteFpretation.

The

principle of the null hypothesis was employed, in which the baslc questions
which the investigation sought to answer were restated L"l terms of no
signlflcant dlfference between pre• and post•test means.

(See appendix B

for instrument.) In other words, the questions were transformed into
statements which indicated no difference ln pre· a.Dd post•test performance
as a result of exposure to one, or both, of the materials.

Unless the

t•test of the difference between the means yielded a value great enough to
reject the posslblllty of chance

va~ria.tions

in mean performance, the

materials were assumed to have no significant effect on mean difference
between pre• a.nd post•test scores. Values of the t•test were examined
at the 1% and 5% levels of confidence. I:f the .1.. was significant to reject
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the null hypothesis at the l'fo level, the approach was judged effective
ln transmitting the in!ormatlon. If the!. was significant to reject the null

hypothesis at the 5o/o level, but not at the 1% level, the effectiveness of
the approach in question was accepted with slight reservation. Similar
treatment of the differences between mean scores of the middle and lower
socioeconomic statua mothers was conducted.

The following hypotbeses will be accepted until statistical analysis
warrants rejection:
l.

There ls no significant df.fferenee between pre· and
post•test mean performance on the measuring
instrument resulting from the distribution of the
Before School Klt.

z.

There is no significant difference between pre• and
post•test mean performance on the mea.surlng
instrument resulting from the distribution of the
booklet, Before School. A Handbook. for Mothers.

3.

.l'liere is no signllicant difference between pre• and
post•test mean performance on the measuring
instrument resultlng from the dlstrlbution of both
the Before School Kit and the booklet, Before School,
A Handbook for Mothers.

4.

There ls no significant difference between pre- and
post•test mean performance on the measuring
instrument of those receiving no materials •
•

s.

There ls no significant difference between post-test
mean performance of those receiving no materials
and those receiving the Before School Kit.

6.

There ls no slgnf.ficant difference between post•test
mean performance of those receiving no materials
and those receiving the booklet, Before School,
A Handbook for Mothers.
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7.

8.

There is no significant difference between post•test
mean performance of those receiving no materials
and those receiving both the Before Sg.hool Kit and
the booklet. Before School, A ~ndbook for Mothers.
There is no slgnlflcant difference between total pre•
and post.. test mean performance.

9.

There is no significant difference between poat•test
mean performance of those receiving the Before
School Kit and those receiving the booklet, Before
School, A Handbook for Mothers.

10. There is no sign.Uica.nt d.Uference between post•test
mean JMrforma.nce of those receiving the booklet,
Befortl Sehool1 A Handbook for Mothers, and those
receiving both the Before School !Qt and the booklet.
ll.

There is no significant difference between post... test
mean performance of those receiving the Before
Schogl Kit and those receiving both the Betere School
.!!!,. and the booklet, Before Scho911 A Handbo9k for
Mother!•

l.Z.

There is no significant difference between pre• and
poat•test mean performance on the test item regarding
the importance of the parent tn the educational process.

13. There is no slgt#:lcant difference between pre· and
post•test mean performance on the test item regarding
items which should be included in every preschooler• s
home environment.
14.

There is no slgniflcant difference between total mean
performance of the mothers in the lower socioeconomic
status {Fantu.s tClinic) and the mothers 1n the middle
socioeconomic status {Riis Park) •

To facilitate the analysis and interpretation of the data collected,
the information was scored, tabulated, organized, and transferred to
key•punch cards for later computer handling.

·
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Results of the Statistical Tests
The first statistical analysis dealt with the effectiveness of the
Before School Ki!, and the following statiatlcs apply:
TABLE V

Comparison of Pre• and Post•test Results • Kit Only

Signlf. Sigiif

Standard

Test

N

Pre•

25

Mean

28.32

Median

Mode

28.00

none

Deviation

t

25

34.88

36.00

38.00

1%

yes

yes

7.265
-6.488

Post-

5!

4.600

It can be observed that the null hypothesis •• namely, that there ls no
difference between pre• and post•test performance on the measuring
instrument resulting from distribution of the Before School Ki\ must be
rejected at both the So/o and 1% confidence levels.

The kit did result ln a

significant change in mean performance.
Next 1 the data involving the booklet. Before School, A Handbook
for Mothers, is considered:

.....-
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TABLE VI
Comparison of Pre• and Post•test Results • Booklet Only

Standard

Test

N

Mean

Pre•

ZS

25.76

Median

Mode

27.00

none

Signif.

Devlatlon

t

25

38.76

40.00

40.00

5%

1%

yes

yes

8.476

•9.536
Post•

Sigd..f.

6.426

The second hypothesis regarding the lack of difference between pre"* and

post-test mean differences resulting from the distribution of the programmed learning textbook must also be rejected.

The

.!..

score is signficant

at both the 5fo and 1% levels. indicating that the booklet was effective in
transmitting information to the mothers.
The third hypothesis ••that there is no dliferenc:e between pre•
and post•test mean performance on the measuring instrument resulting
from the distribution of both the Before School Klt and the booklet, Before
School, A Handbook £or Mothers, 1s examined statistically below:
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TABLE Vll
Comparison of Pre• a.nd Post•test Results -· Kit and Booklet

Test
--

N

ZS

Me gm

Median

Moae

Standard
Deviation

ZS.84

27.00

None

8.382

Signif.
t

5%

-7. 081

yes

J

J

Pre•

Post•

25

38.SZ

40.00

40.00

Sign.if.

lf9

•

yea

6.434

This hypothesis must also be rejected at both the 5% and lo/o confidence

intervals.

The booklet did cause a slgnlficant mean difference when

distributed alone. and when the booklet and kit were distributed together.
this dliference persisted. However, lt is interesting to note that the post-

test mean score resulting from the distribution o! both the booklet and kit
is slightly less than the post-test mean score resulting from distribution
of the booklet alone.
Table Vlll compares the pre•test and post•test performance of
the control group in an effort to determine whether or not variations
between pre· and post•test scores are due to chance.

-
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TABLE VIII
Comparison of Pre• and Post•test Results •• Control Group

Test

N

Mean

Median

Pre"'"

25

Z6.ZO

24.00

Standard
Deviation

Mode

24.00

Slgnif.

5%

t

25

27.04

28.00

1%

8.095
• 9878

Post•

Signi!.

,no

no

7.901

None

The dl££erence between the means for the control group was not significant
at the 5% or icyo levels.

Therefore, no improvement ln test performance

occurred merely a.s the result of chance variation.

The final, or poat•'test results, related to the distribution of the
Before School Kit and the booklet, Before School, A Handbook for Mothers,
as well as the combination approach, in which both were distributed
concurrently, are con·ipa.red with the post•test results of the control

group in Tables IX, X, and XI:
TABLE IX

Comparison of Post•teat Results ... Kit and Control

Group

N

Mean

Medl.a.n

Mode

Standard
Deviation

Kit

25

34.88

36.00

38.00

4.600

Catrd.

25

Z7.04

28.00

None

7. 901

Sign.if.

t

53

Signii.
1%

4.199

yes

yes

..

TABLE XI
Comparison of Post•Test Results •• Both Book and Kit and Control

Group

N

Mean

Megia.n

Mode

Standard
Devla.t!gn

Book

25

38.SZ

40.00

40.00

···6. 716

Control

ZS

27.04

28.00

None

Signlf. Slg:ll.L
t

5%

1%

5.423

yes

yes

7. 901

In all three cases, the null hypothesis of no difference between the means
must be rejected at both

confide~

levels.

There ls a significant dlfferemE

in the final performance of those receiving materla.ls and those receiving
none which cannot be attributed to chance varla.t1ons.
The analysis of cova.ri.a.nce for the tota.1 mean difference between

the pre•tests for all four treatment groups and the post•tests for all four
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treatment groups is found in tabular form on the bottom of the page.
Table XII provides _a final F ratio of 33. 949, adjusted for covariates.
Tlle differenee ls significant.

Cha.nee variations have not caused the

difference in adjusted means.
TABLE XII
Analysis of Covariance for Pre• and Post• teats with Adjusted ,Means

Source

Treatment
(between)

D.F.

Y. Y.

Sum of

Sum of

Square a

Squares

(~ue)

(About)

D.F.

3

2243.5986

96

4Z76. 4014

2168. 2762

Zl08. l25Z

90

Treatment
and Error
Total
99

6520.0000

2026.2697

4493.7303

93

Difference for testing adjusted means •••••• 2385. 6051

3

Error
(within)

Z3.4Z36

79S.. 2017

F (3, 90) • 33. 949
A comparison of the post-test mean performance of those mothers

•

receiving the klt and those mothers receiving the booklet follows in Table

XIII:

The mean dlfference analyzed wlth. a t•test indicates that the dlfiet"ence
is significant at the • 05 level.

However, the t•va.lue ls not sufficient to

reject the null hypothesis of no slgn1£1.ca.nt difference at the • 01 level.
Therefore, some hesitancy should be exercised in rejecting the null
hypothesis. lt appears that the kit and booklet are nqt .tutµally effective
in transmitting the knowledge.

The booklet is significantly more effective

at the 5% level, but not at the lo/o level.
The difference between means obtained by comparing the post•test
results of those receiving only the kit with those receiving both the kit
and booklet follows in Table XIV:
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TABLE XIV
Comparison of Post•test Results •• Kit only and Kit and Booklet Both

Group
Kit
Only

N

Mean

Median

Mode

Standard
.Deviation

ZS

34.88

36.00

38.00

4.600

Signlf. Sign.ii
t

'

·2.1907

Both

ZS

38.SZ

40.00

40.00

5%

1%

yes

no

6. 716

The difference in final poat•test scores between the mothers rec:elving
the kit only and the mothers receiving both the booklet and the kit is
slgnlflca.nt at the 50/o level. However, as in the previous analysis, the
difference la not significant at the lfo level.

Therefore, care must be

exercised in rejecting the null hypothesis of no difference.
Table XV contains a comparison of the poat•test results arising
from those mothers receiving the booklet, Before School, A Handbgok for
Mothers, in isolation and those mothers receiving both the booklet and the
Before School Kit.
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TABLE XV

Comparison of Post•test Results ...... Booklet only a.nd Kit and Booklet

Group

N

Mean

Median

Mode

Standard
Deviation

Book
Only

ZS

38.76

40.00

40.00

6.426

ZS

38. 52

40: 00

40.00

t

Signif.

Sf!

Signtf.
l'fo

.. 12619

no

no

6. 716

The table above clearly indicates that the difference behveen means is not
significant at the • 05 or • 01 levels.

Therefore, we must accept the null

hypothesis of no difference.
Tables XVI and XVU are found on the following pages.

These

tables represent an analysis of covariance for two of the test items
isolated as particularly signlficant.

The first table provides an analysis

of pre• and post•test responses for the question dealing with the role of
the parent in the educational process.

The F ratio of 39. 898 indicates

that differences ln pre• and post-test scores cannot be attributed to chance.
The approaches were instrumental ln helping parents realize their lmpor·
ta.nee as teachers.
Similarly, Table XVU analyzes the effectiveness of the approacms
ln teaching parents about the materials which should be found ln every
preschooler's home.

This question was the last item on the test.

The
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analysis of covariance, adjusting the means, yields an F ratio of 17. 901,
which is significant at the 5% le\rel. However. the null hypothesis cannot
be rejected at the 1% level.

TABLE XVI
Analyais of Covarf.a.nee for Parental Role Question

Source
Treatment
(between)

D.F.

Y.Y.

Sum of·
Squares
(Due)

Sum ol

Squares

Mean•

(About)

D.F.

3

Z00.7500

(within)

96

184. 0000

31. 3657

15Z. 6343

90

Treatment
and Error
Total

99

384.7500

29.1245

355.6Z55

93

Difference for testing adjusted means ••••••• 202. 9912
-

3

Square

Error

F (3, 90) • 39. 898

1. 6959

67.6637
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TABLE XVll
Analysis of Covariance for Materials Question

Source

Et"ror
(within)

Sumol

Squares

Squares

Y.Y.

D.F.

Treatment
(between)

Sum ol
(Due)

(About)

D.F.

Mean•
Square

503.8700

3

.,

96

1237. 8400

267.7549

970.0852

90

99

1741. 7100

192. 7621

1548. 9479

93

Difference for testing adjusted means ••••• 578.8627

3

10. 7787

Treatment
and Error

Total

192. 9542

F (3, 90) • 17 .109
The final table contains a comparison of the total pre•test results
of the one hundred disadvantaged mothers with the test scores of the
fifty•£our advantaged mothers.

The results follow:

TABLE XVIII
Comparison of Disadvantaged and Advantaged
¥others
Signif.
G:rouo

N

Mean

Disadvantaged

100

26.53

54

39. 01

Advantaged

Slgnif.

t

5%

1%

10. 23789

yes

yes
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The t·va.lue obtained indicates that the null hypothesis can be
rejected at both the 5% and 1% levels.

There is a significant difierence

ln the scores of disadvantaged and advantaged mothers on the measuring

instrument.

Disadvantaged mothers do not know as much about structuring

a stimulating preschool environment, as measured on the instrument. as
do more advantaged. mid.dle•dass mothers.
Below is a summary of the demographic data a.nd average score
on the questions dealing wlth parental role and materials:
TABLE XIX

Demographic Data Summarized by Groups

Aver.
Grou;e

Age of
Mothers

Aver.

Aver. age Aver. age
Number of of youngest 0£ Oldest
Child
Child
C!Bldre9

Mothers• Highest
Grade of School
Completion

Kit
Only

ZZ.520

Z.Z400

8 mths ..

3.4

10. 7200

Book
Only

Z0.040

1. 8400

• 36 mths.

2.Z8

10. 88.00

Both

24.600

3.400

• 52 mths.

5.72

10. 0400

Control 23.440

2.480

• ZO mths.

4.44

10. 9200

-
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TABLE XX

Average Group Scores ... Parental Role and Materials
Questions

Parental Role Question
(Maximum.: 5. 000)

Group

Materials Question
(Maximum • 15. 000)

Kit only

4.800

10. 0800

Book only

4.80.0

7.6000

Both

s.ooo

9.2000

Control

1. 6000

4.2000

Generay.ption of Flndinss
The analysis of varla.nce and covariance contained in the previous

section, as well as other sta.tlstlcs, indleate that the programmed learning
and self•lnstruetional approaches were successful ln communicating the
desired information to the mothers.

Both the book and kit were signifi•

cantly effective in teaching the parent ways in whlc:h the early childhood
environment can be made stimulating. However, the booklet was some•
what more effective than the kit.

lt is interesting to note that the combination approach, ln which the
kit and booklet were used jointly, was found slgnif1cantly more effective

than the kit alone at the • 05 level. but not at the • 01 level.

The combina•

tion approach was not found to be significantly more effective than the

-
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than the booklet employed i.n isolation at either level.

While both the

kit and booklet were effective when used alone, utilized together they did
not increase learning as much a.s might be expected upon first glancing
at their individual effectiveness.
The a?µllyaia of variance indicates that the book was more effective
than no approach, the kit, or a combination approach.
The comparison of pre"'test scores for the one hundred disadvantaged
mothers and the fifty•four advantaged mothers substantiated the fact that
disadvantaged mothers do not possess knowledge in child care and training
equal to that of their mlddle•class counterparts.

The mothers selected as

disadvantaged and lacking in the information neceaaa.ry to structure a.
stimulating pres<:hool environment exhtbited those characteristics when
compared with parents of children who typically score above the children
of the mothers participating in the study.

The kit alone and book a.lone were of equal effectiveness in conveying
to mothers

~

fact that they are their children's most important teacher.

The combination approach of both kit and booklet was more effective than
either approach ttsed in isolation i.n transmitting this bit of information •

•

Mothers who did not receive any materials scores significantly below the
other mothers on this qu.estion, indicating their lack of knowledge regard•
ing the key role of parents in children's educational development.

In regard to the final test question, dealing with materials which

-
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should be included in the early childhood environment of all preschoolers,
the kit was the most effective in b'anamitting the knowledge.
combination approach followed closely.

The

The booklet trailed in this area.

Mothers who dld not receive any materials scored significantly below all
three experimental groups.
It is interesting to consider tha.t the kit, distributed in leolation,
proved the most effective in transmitting information relevant to materials
for the preschool environment. Since the kit concentrates on this area.

the superiority of the kit. when compared to the booklet, which covers

many areas, ls quite understandable. However, the combination
approach, in which both the book and kit were distributed, also proved
less effective than the kit employed in isolation.

This outcome ls puzzling,

since it might be expected that the booklet would reinforce and elq)and. the
information provided by the kit. A posaible explanation is that the
distribution of two materials caused the mothers to divide their attention.
perhaps concentrating more heavily upon the booklet, which they perceived
as more adult•directed and interesting than the kit, containing children's

materials.
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CHAP1'EB. Vl
CONCLUSION. RECOM.M.t.:NDATlONS, AND .SUMMARY

CoPSb&fiop.

The problem of eazly childhood envb'onmental disadvantage la
extremely aerlou.. Research flndinga have indicated that children, U not

adequatialy sUmulated, suffer losses of ae n'l&ny as ten intelllsence quotient
points du.rlaa the firat four year• of We.

The concept of developmental

1eart1ing, as well a.a various approaches for providing this learning, have
been dealt with in published and unpublished writings. Programs and
approaches involving parents in the preschool education oi their children
have alao been dealgned and implemented. However, these programs and
approaches are senerally stl"uctured in nature, comistlng of parent educa•
tlon cla.aaea, lectures, group•work, mothers• clubs, home visits, or
participation through an agency ln which the child attends seaelons or

classes. The mothers who most deaperately need aaai.stance, wifortun•
ately, are often not those who avail then1eelvea of the programs. Also.
rr.any of these programs come too late for fu.U benefit• to accrue.

There-

fore, some economlcal, slmple approach, euitable for widespread 1ua.e
with mother• of potentially environmentally disadvantaged children is

needed. Booka have been prepared with thia end in tnind. However, theae

boob generally deal with the later preschool years and a.re written at a
reading level too dlfflc:ult for many needy mother a. An examination of the
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literature reveals no approach designed solely with the disadvantaged
mother in mind - and yet appropriate for wide dissemination at low cost.
In an effort to meet this need, a two•fold approach was developed.
A kit of sample materials, containing a listing of additional toys and
materials which should be in every early childhood environment, was
formulated.

The Before School Kit was designed to be placed in the hands

of disadvantaged mothers with little, or no explanation.

The second

approach is a programmed learning handbook. written at a low reading
level and generously illustrated with entertaining pictures which provide
the slow•reader with context clues to meaning.

This booklet was also

designed to be used without professional direction by the disadvantaged
mother during free moments.
The materials developed were tested in a variety of ways.

First,

the approaches were scrutinized by the investigator as one participant
worked with them.

Revisions were made, based upon this series of

individual scrutiny.

The revised program was tested with a group

dt!lidn.g the Pilot Study.
~evision

The Pilot Study not only contributed to the further

of the approaches, but also shed valuable light on the entire
~

subject of early childhood environmental disadvanta.gement.

Lastly.

the approaches were tested with a sample of bne hundred disadvantaged
mothers at Cook County Fantus Clinic.

These mothers were divided into

four groups, and each group received a different combination of material.
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The results of the large group investigation disclosed that the kit a.nd book
were both significantly effective in educating mothers regarding the
structuring of a. stirnula.ting preschool environment.

The kit was,

however. more effective in Worming mothers of the materials which
should be found ln the home of every preschool child.

The book and kit

were of equal effectiveness ln communicating the valuable role parents

play in the education of ·their young children. A combination approach, in
which both the kit and book were distributed, proved to be rather dba.p•
pointing in terms of resu.lts.

The combination approach was not

significantly more effective than the book in accomplish!ng the transmittal
of knowledge.

The book was found more effective than the kit in overall

effectiveness.

The Fantus Clinic disadvantaged mothers were compared ;r1ith a
group of .Riis Park advantaged mothers.

The results of this comparf.aon

supported the proposition that disadvantaged mothers do not know the
same kinds of things about raising children which the mothers of children,
proven more successful in school, do know.

The mothers identified as

disadvantaged in terms of early childhood environment den1onstrated less
•
knowledge of preschool home teaching techniques than did a simtlar group
of mlddle•clasa mothers. However, at the termination of the project the
mean sco·r e for the disadvantaged mothers was well above the mean scored
by the advantaged mothers.

This fact ls of vital importance.

Dlsadvan..
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taged mothers are interested in improving their maternal skills.

They

are also capable of doing so wlth a great meaau.1re of success and efficiency
given the proper set of conditions.

This fact must be communicated to far

more parents of disadvantaged children.

The failure syndrome has

become engrained in the Ufe•style of disadvantaged parents and children.

Parents and children expect very little from life. and from themselves.
They set low vocational goals. Oftentimes parents do not expect their
children to do well academic:a.Uy. and they would scoff at the notion that
they were instrumental in educating children.

Education takes place in

the school, as far as they are concerned.
Parents must realize that all children are born wlth certain innate
abilities.

The development of these abilities depends in large part upon

the quantity and quality of stimuli in the child's early environment. A good
environment leads to full development of innate capacities. Disadvantaged
parents must learn to have confidence ln these innate capacities.

They

must also learn to assume re•ponsibility for providing a good home
environment. With proper education and information, these parents can

as1ume their full reaponaibilities with confidence.
<

Recommend!tions
While approaches and projects currently seek to solve the problen1
of environmental diaadvantagement by attempting to work with the disad•
vantaged child. or by extending the parent professional supervision and
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guidance on a fixed schedule, the approaches developed as a result of
this study hat'e been designed solely with parents in mind .... busy parents
who cannot spend time ln formalized programs.

The value of child•directe

approaches, supervision of professional staff, fixed meeting times, and
home visits is not questioned.

What ls questioned ls the avatla.bUity of

these services to the vast number of disadvantaged children and parents.
The Before Ss;hool Kit and ·Before School, A Handbook for Mothers, a.re
capable of being massed•produced at a nominal cost.

They a.re also

suitable for distribution on a wide scale, with a minlmum of professional
guidance. Hopefully, of. course, these materials could be followed•up
with repeated professional conferences.

likdy to be unavailable.

However, foUow•up is very

These materials have demonstrated their

effectiveness in independent learning situations in the absence of
supervision or follow•up.
The two approaches developed ln this study &hould be ma.de
a va.ilable to parents of disadvantaged children. Publi.c agencies could

distribute them. A better solution might be the dlstributlon of the
materials through hospitals, as was
done in this research study.
t

Mothers

could be given a copy oi the booklet and a kit as a gift upon discharge from
the maternity ward. Stimulation must begin at birth.

The cost of this

project would necessa.rilif be subsidized through state, local, and federal
funding.
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An alte:rna.tive approach might be the publishing of excerpts of this

material in magazines commonly purchased by the disadvantaged house'"'
wife.

l!1,or Fa.mil¥ C!rcle are two examples. If the material was

appealingly laid•out. it would no doubt attract some attention. However,
this campaign would probably reach mftre of the mothers who need less
help than those who need help the most.

Suggestione for Further Study
The possibilities for study related to this project are many.

For

example, the approaches developed in this study were designed to rely
upon reading skill• however, many of the mothers in the most devastating
situation cannot read.

Therefore, one suggestion for further study would

be the development of a program sumlar to thls one which does not

require reading skill.

The material might be programmed onto tapes

or records.
This study dealt with environmental dlsadvantagement as if affects
children in early childhood.

The research indicates that the decline in

intellectual ability continues into later childhood, although at a somewhat
slower pace.

There ls a need for•& program similar to this one which

assists parents in providing older children with stimulating experiences
conducive to intellectual growth.
Non•Engllsh speaking children suffer many 0£ the handicaps of
disadvantaged children, previously described. Another valuable effort
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would be the development of materials for use with non•English speaking
parents.
It would no doubt prove interesting to enlarge and follow•up this
study.

A group of educators might be teated to determine the extent of

their knowledge regarding provision of a stlmulating early childhood

environment.

The mothers involved in this study mlght be re•tested a

year later to determine the amount of retention.
One serious limitation of this investigation is the lack of data
regarding the effectiveness of the approia.ches in actually improving
the disadvantaged child's readiness for learning.

The aaeumption made

is that by providing pa.rents with certain types of information • conditions

will be improved for the young learner.

The children might be examined

in a future study to determine ii their progression through school was
lnfiuenced by pa.rental participation ln the current study.
The Riis Park mothers eould have been given materials to ascertain
the extent of potential growth they offer to the middle-class mother.
An examination of the home situation designed to ascertain the actual

use of the materials by mothers would be another important study. Are
<

the mothers who received kits encouraging their chlldren to use the
materials enclosed 1 Have the kits been expanded and replenished by
parents? To what extent have the ideas and suggestions ln the booklet
been actually implemented in the preschool home environment?
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Lastly, it would be lntereetlng to stu.dy the mwttplier effect• and

diffusion of outcome• related to participation tn this atw1y. How many
mothers shared tbelr new knowledge with other mother•? How will

participation in the program influ.enee mother•' interactlona with older
children or children who wW be born la future years?
Theae brlef topics represent but a few of the D".any worthwhile,

additional actlvitlea which might be undertaken in !urtber atudy.

;;\Ullmar:y

The major objectlvt of thi• et11dy. a.a ori;lnally atatcd, was the
development. implementation, and evaluation of an effective approach for
co:m.batiny intellectual losses to you.ng children which result from a pre•
school environment lacking ln stimulation. The first atep ln the study
was a review of the literature to determine the knowledge which 18 most
vital to parents of young duldren.

Next, it was nec:eaaary to deternilne

what large groups of mothers do not possess the lcn.owledge. Baaed '1pon
the information g&lned in these !lret phaeea of the project, a two•pa.rt
approach waa developed.
The approach conalata of a kit of sample materlals and a supple·
mentary listing ol objects which should be part o! every early childhood
envirom:nent and a liberally Wuatrated, low reading level, prograrnmed
learning booklet.

The booklet •uggeat1 techaiqu.ea and methods fo:r parental

stimulation of young children. In view oI the la.rce nun'lber of existing
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programs a.ad approaches whlcl\ attempt to remedy environ.mental dlaadvan•
tage through atrtictured, supervised, intervention, tbb approach was
d~•lgned ,:::rr us:::

oy parent• indep•nd•ntly and leisurely.

Su.bsequ.en.t to careful teatlng and revlalon in tbe developmental stage,
the approach was lmplemented with one•hudred low •income mothera, who
u.tlllse the aervtcea provided their young children at the Fantu.• Clinic of
Cook County Hoapltal, Chicago.

The mother1 were divided into fo\lr group&.

Group one received the booklet oatys group two received the kit only' group
three received the booklet and klt; and group four received ao materials.

k.a.ch group was adznlnlstered a pre•teat prior to receiving any materials.
After participation in the •tlldy, an ldeatlcal poat•tett was administered.
A second. group 0£ flfty•ab rnotluers of pre1ehool children, residing
ln the Rila Park area, waa selected for later comparison with the 1n1u1tua

Clinic rriothera. A review of the llteratu.re revealed that ebildren of low

eocioecoaomic status score lower academically that cbUdren of mt.d.dle and
hlgh eocloeconomlc eta.tus.

The purpoae of the compadaon was to dctermlae

that low socioeconomic mothers do not, in !act, kno1# u

much abot1t the

provision of a atimulatlng early childhood envlrom:nent as do mothers in
the middle aoci.oeconomlc level.

'fhe RUa Pa:tk mother• completed the

evaluatlve instrument employed aa tbe pre• and poat•teat in judging the
effectiveneas of the approach with

disadv~u1taged

'Il'1e results of statistlcal analysis indicate

mothe:rs.
th~

following:
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l.

Tb.e disadvantaged :n:otl1ers. ..-hen eon1pared with the
group oI mid.dle•claos rr•oth1n"11t did not poasesa the
knowledge that moth~r• of children proven rnore
auccee•ful ln aebool. do poauu!s•.

i. .BoUJ the booklet aad kit wcu·e signlilcantl.y effective,
at tbe S'~ and 1 }'~1 level.a o! confidence, in ~J.ucatSng
1

the disadvantaged inothcrrs.
l.

l'he kit waa ntore etfe:etive ln iatormtag mother•
rc:aa.rdlng materials which should be io the hon.e.

4.

'I'be booklet and kit were of eqal etfecUvenetH ln
commWlic:atlng ~ vlta.1 role ol parents 1n thlil
education ot their YOW\i•

s.

l'he approach ln whk:h both the booklet and kit wer•
d1•trlbu.t,ed tog.;:tiua: was not si1nUlcantly 1nore
et'.tectlvtt ~ tbe booklet diatributed alone in trans·
mitdng s:ene ral lntonr.ation.

6.

'l'he booklet waa .faund more ellectiv• than tha kit
at the 5% level. but not at the l'~· lcv~d.

? • Alt.r dlatrlbution of iriaterials, the ttl.Oll ac:orc tor
low•incoine r:noth1u•a as meaat.u."•d by the tc:atiai'
buttrutnlilnt
11lgntllc&Atly above tb~ mean score
of :t.:nidd.le•htcon1e i:nothel'e.

w••
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This book is different. It is called a programmed learning book.
You are going to find out~ow you can help your child learn many
important things before he goes to school. The infonnation is found
in large boxes. These boxes tell your something and ask you something. The answer to the question in the large box is found right
next to the large box, in a smaller box. Here is t~e way it works.
Put your black marker over the little boxes. Read the question in
the large box and write your answer on the line. After you answer
. the questionin the large box, move the marker down until you see
the answer in the little box. You check your own answer. Then go
on to the l)eXt big box.=1ry these:

This country is called the

United States
of America

.

of

The colors in the flag are:
,

'

r
w

b

.

red, wh.ite,
blue

•

1.

As a parent, you are your child's most important
teacher. You can t

your child many

things before he goes to school.

teach

Page 2

.
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2.

r
. takes place from t he time a child
The learning which
hool is important fo
· h child starts sc
later
is born until t e .
If early learning is poor'
later school learnmg.
poor

learning may be --- - - -·
I

I
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3.

You can help your child get off to a good start in
school. You can be your child's first t _ _ __

Page 4

---

teacher

. !

•

4.

This book has some ideas for you. It suggests things
to do (activities) that can help your child get ready
for school. These activities \\-ill help your child get

off to a good start when he goes to _ _ _ __

school

•

5.

BUT, before you try any of these a ______ s,
there are a few important things you must remember.

Page 6

activities

-

'

•

..i

6.

First, you must never force your child. All
learning should be easy. If your child has trouble
with any of these ideas, you should _ _ _ force
him to do them.

not

Page 7

...

7.

If this book says that it is a good idea to teach your
child colors, but your child is having trouble learning
colors, you should not_

him to learn them.

Page 8

force

•

·---··-·____

8.

Your child might han! trouble with some of these
ideas because he is still too young. You should
wait until your child is o_ _ _ _ to use some
older

of these ideas.

Page 9
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__ __ _
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9.

pcyj----------

Second: learning should be fun. If your child does
not like to do some of these activities, you should
- - - - force him to do them.

Page 10

not

~-~--

----

-

10.

If your child does not
. like t 0 smo
.
--him to sino
.:o•

VO
• u

I
s 10uld not

e·

Page 11

·
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force

•

11.

Third, you must be sure your child has success
while learning. If a child has success, he will like
to I _ _ __

Page 12

learn '

--

..

i

l
!

•

12.

You can give your child success by saying things like:
Good work!
Wonderful!
You're doing fine.
Great job.
That's right.
Saying these kinds of things helps your child to
learn because he feels s_ _ _ _ _ _ .

Page 13

success

.

'

•

. --~....---~--·------~-

13.

Check which of the following you think are good
. things .to say to give your child feelli;gs of success:
_ I ' m proud of you.

You should
have checked:

_Nice work.
_ _ You must try harder.

I'm proud
of you.

_ _ Very pretty.
_ _ No good.

Nice \~Ork.
Very pretty.

Page 14

...
•
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14.

If you ask your child to do things that are too hard,

the child will not feel s _ _ _ __

Page 15

success

------- - .c. _ _

•

• ••

j 1·
ef<;:l

15.

Fourth, if your child gets tired of d9ing an activity,
you should not make the child continue doing that
activity.

Page 16

16.

If he is tired of doing an activity,' but still has not
finished doing it, you should: (check one)
_ _ Make him contimie.

You should
have checked:
Le~

_ L e t him stop.

Page 17

him stop

--

•

'17.

Fifth, you must try not to get n1ad at your child if
he makes mistakes or has trouble learning. Children
do. not make mistakes on purpose; and they do

~ot

purpose

have trouble learning on

18.

If you do get mad at your child, the child will not

feel success and may not like to I

Page 18

n.

.

,

learn

•

19.

What are the five important things to remember when
teaching your child? (You may look back.)

You should have
written something
about each idea

child.
2 . .\laking learning
fun.·

3 . .Making sure your
child has success.

4. Letting your child
stop when tired.
5. Not getting mad.

Page 1~

•

20.

All children must build good, strong muscles. They
must also learn how to use these muscles. There
are many things that your child can do to develop
muscles

his m

.

21.

'

Let your child play with buttons, old spools from

thread, sand, and blocks. These things help a child

.

muscles

develop

Page 20

•

22.

Different muscles are used when a person does
different things. When a child moves his arm, he
is not using the s _ __

muscles he uses when

he writes.

same

Page 21
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23.

The first muscles the child must learn to use are his
large muscles.

Parents should give the child many

things-to do in which the

' muscles are

used.

24.

large

.

Moving your arms, your legs, your head, jumping,
etc. are all things your child does which use
muscles.

Page 22

.

large

...
•

25.

Writing, tying shoes, sewing, etc.,are all activities
which use fine muscles. Before your child learns
to use his fine muscles well, he must first learn
to use his - - - - - muscles well.

Page 23

large

•

26.

If the child builds good, strong, la~ge muscles and

learns to use them well, he wiU have little trouble
learning to use his - - - - muscles well.

Page 24

fine

•

27.

Playing is an important way in which children build
good large

28.

.

muscles

..

'

Play and exercise are: (check one of the following)
An important part of growing up.
Not an important part of growing up .

Page 25

You should
have checked:
An important
par.t of growing
up

• f

i.

))

29.

'
Running, jumping, skipping, hopping, catching, and
throwing are all activities which build good

large

muscles.

.
30.

Throwing bean bags at a target or into a pot or
waste-basket is helpful for building large

Page 26

.

muscles

...

•

31.

Let your child play with easy puzzles. Puzzles help
your child learn how to solve problems. They also
help your child to use his fine - - - - - -

Page 27

muscles

i

I
;

•

' ...~

32.

Your child can also learn about shapes and colors by
puzzles

playing with - - - - - - -

Page 28

...

•

J
33.

List four things puzzles can help your child learn:

1 "'You shou1a have
written something
about each idea
below:

1. Leaming to solve
problems.
2. Leaming to use
fine muscles.
3. Leaming shapes.

4. Learning colors.
34.

If the puzzles are too hard, the child will learn very
little and will not feel success. The child's first
puzzle should have only a few pieces. You can make
them by cutting a simple picture into two or three
p ______

Page 29

pieces

J

...

•

35.

Stringing beads or stringing macaroni also helps

.

.

. your child develop his fine

36.

muscles

'Every child should have many chances to play with
clay. Playing with

'

helps in fine muscle

learning.

clay

Page 30

•
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37.

' which helps your
Finger painting is another activity
child develop his

muscles.

Page 31

fine

•

38.

Finger plays are fun. Finger plays are little
rhymes and jingles which the chiid acts out with
his _ _ _ _ __

fingers

The following is an example of a finger

play

-

I

39.

-

L_,______,___________.~ . --·-----·----··------- ~---"
CHURCH AND THE STEEPLE

Your child joins his hands and interlocks his fingers. This is
done by first placing hands back to back and lacing the
fingers. then closing hands together to fonn a fist. or the
''church." with thumbs placed together.
Words

Action

Here is the church.

Hands in position above.

Here is the steeple.

Put up second finger of
each hand to fonn steeple.

Open the door.

Open thumbs to side.

And here are the

Turn both wrists forward,

people.

with fingers facing up.
Wiggle fingers-. imitating
people in church.
Page 32

•

40.

Coloring. cutting. pasting. and tracing arc all good
activities which help a child to use his fine muscles
well. Name two other activities which lead to fine

You could have listed
any two of the following, or added ideas of
your own:

muscle learning:·

1. Playing with puzzles.
2. Stringing beads.
3. Stringing macaroni.

4. Finger pain ting.
5. Playing with clay.

6. Doing finger plays.

Page 33

•

41.

You can help your child learn to balance
by asking
<
.
him to try to stand on one foot, or hop on one foot.

·Another game for balance is "tight-rope walker."
Put a piece of masking tape on the floor and let

, your child pretend that the t _ _ e is a tight-rope.

Page 34

tape

42.

Smelling, seeing, hearing, tasting, and feeling are all
senses. It is important that your child learn to use
his senses well, because the child tnust learn all about
the world through the use of h i s - - - -

Page 35

senses

...
.

------

43.

'

It takes practice to learn to use and understand your
senses. You can help your child by giving him many
chances to use his senses and by asking him questions
about things he learns through his

.

44.

.

senses

Let your child smell many different odors. Ask
him

about the things

.

questions

he smells.
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45.

Y~.rn

can help your child to reallysee. Show him

interesting things and ask him questions about the
seen

things he has s _ n .

Page 37 ·

•

I

I

46.

.<

I I

••

Tell your child to look at things carefully. You
'
can help your child remember what he has _ __
by playing some games.

seen

Page 38

.

•

47.

Tell your child to look at some thing or picture for
a short time. Then ask him to tell you as much
as he can r _______ r about the thing or
picture.

remember

Page 39

•

48.

Play the remember box game. Put several things in
a box and show the open box to yo'ur child for a.
short time. Then put the cover back on the box and
ask the child to _ _ _ _ _ _ _ _ as many of
the things as he can.

remember

Page 40

....
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•

49.

As your child gets better at the remember box
<

game, you can add more and more things to tl}e

box

Page 41

...
•
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practice.
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s take
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. Ask
your cIH"Id abou
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heard
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51.

If your child listens to a story, ask him questions

story

about t h e - - - - -

52.

Your child must learn to remember what he has
heard and tell about it in the right order. You can
help your child by having him tell a story he has
'
heard, making certain every part of the story is in
the right o _ _ _ __

53.

order

There is another way to help your child remember
what he has heard in the right order. Cut the pictures
out of an inexpensive book and paste them

~n

card-

board. Then after the child has he.a rd the story. ask
him to put the pictures in the _____ order.

Page 43

right

....

•

·54.

Listening games can help make your child a
better I

.

55.

er.

'

listener

Play the "Clap Game." You clap a beat, and then
your child must

the same beat.

Page 44

clap

.

•

/

56.

Sound games are a fun way to help your child use
his ears well. You make a sound - like ringing
a bell -- and your child must tell what made fhe
He does not look when you make
the _ _ _ __

sound
sound

Page 45
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57.

di'

CT
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Children also Jike to make sounds. Play "Sound
Like," a game in which you tell your
child to
<
make different kinds of

. Tell him to

sound like a cow; sound like a lion; sound like
a train; sound like a doorbell; sound like a school' bell; sound like a fire engine, etc.

sounds

Page 46
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•

58.

Following directions is an important part of listening.
Give your child some simple directions and help him
learn to follow these

59.

in the right order.

directions

When your child begins learning to read, it will be
important for him to recognize rhyming words.
Jf you teach your child simple 1'iursery rhymes,
songs, and poems. you can help him to recognize
ing words.

-

rhyming
,

60.

The television, phonograph. or radio also help the
child to hear and

well.

Page 47

· listen

....

•

61.

Listening carefully and politely while others are
speaking is another important skill your child must
learn

62.

Even when your child is very young, talk to him often.
'
In the beginning the child will not know what you
are saying, but children learn to speak by listening to
others

speak

Page 48

63.

Children like to eat. Help your child use and
understand his sense of taste by giving him many
different kinds of foods to t _ _ __

Page 49

taste
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64.

' ....

..

~\Y

You can ask _ _ _ _ _ _ like:
Is it sweet?
Is it sour?
ls it bitter?
Does it taste like chocolate?

Page 50
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questions

...
.

..

j

·'

65.

P~ay taste games.

Do not let your child see what

food he is tasting. Then, he must guess what
_ _ _ _ it was.

Page 51

food

•

/A ~\\

~I

~-~~X66.

Your child must learn to use his sense of touch.
Help him to learn the difference between hard
and soft, smooth and rough, and hot and _ __

Page 52

cold

...

•

67.

Make a mystery box. Cut a small, circular hole in
the side of a shoe box. Then put something into
the shoe box and put a rubber band around the box.
<

Your child must put his hand into the box and guess
what is in the _ _ __

Page 53 ·

box

"

68.

'

Giving-your child small pieces of different kinds
Of materials helps your child learn to use his

touch

sense of - - - -

Page 54

.....

•

TAKE A BREAK. Go play with your
children, talk tp a friend, get a cup
of coffee, or do anything you'd like
to do. When you feel like finding out
more about how you can help your
child learn before school starts,
CO~IE

BACK.
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69.

All people have a need to express themselves, or
"get it off their chests."
have this

70.

Adults, as well as children,
need

d.

n

Adults express themselves in many ways.

Singing,

' talking are .
dancing, painting, writing, acting, and

all ways adults
71.

themselves.

e

express

Young children have trouble expressing themselves
in writing and talking.
to use

w

They have not yet learned
and

t.

in expressing themselves.

Page 56

well

.

'

writing
talking

•

72.

Because young children have this need to express
themselves, we must give them many opportunities
to express themselves besides writing and

73.

talking

One way children express themselves is through play.
The child uses his imagination when he is

74.

The child "makes"believe." He 1'nigh t pretend to be

.

-

·anything or anyone when he
75.

playing

Parents should give children many chances to play
make-believe.

They should also give the child many

chances to sing and dance.
ways in which the child

makes-believe

.

Singing and dancing are
himself.

e

Page 57 ·

expresses
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•
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76.

'
Besides playing, singing, and dancing,
children can

also express themselves in artwork. Parents should:
You should
have checked:

(check one of the following)
_ _ _ Let children draw, paint, and play
with clay.
_ _ _ Not Jet children draw, paint, and
play with clay.

Page 58

Let children
draw, paint, and
play with clay.

!:.

Name four ways children express themselves:

You could have
-1-!._ .... _ _.li_,_ _ • -I:'
1.1131."1;-U

I
I

an 1

v1

the following:

1. Writing
2. Talking
3. Singing
3. _ _ _ _ _ _ _ _ _ __

4. Dancing

5. Playing
4. _ _ _ _ _ _ _ _ _ __

6. Drawing
7. Painting
8. Playing with
clay

Page 59

...

•

78.

Most children scribble between the ages of two and

four. Sometimes children scribble until they are
as old as six. You should not try ,to stop the young
child from

79.

scribbling

Many children will tell stories about their scribble·
pictures. You should encourage your child to tell
about his scribble-

s.

Page 60

.
pictures

•

80.

Very often, young children leave off parts of their .
artwork. They may forget the nose on a face, or the
windows in a house, or any part of their picture.
Parents should not correct this artwork. The child
should be free to create. In young children's
art, there is no right and w _ _ _ __

Page 61

wrong

....

•

81.

Your child must understand that you are interested
in HIS artwork. Sometimes the child will ask a

I

I

I

parent to draw or make something for him because
he doesn't know how. The child might ask the
parent

- - - - - · - t o draw a horse for him.

82.

The parent should tell the child that if he draws the
horse for the child, it will be his horse and not the
child's horse. You want the child to draw _ __

.

horse.
83.

his

Next. the parent should ask the child questions about
horses which will help him to draw one. (How many
legs does a horse have?

Where is the tail?)

parent should praise the child's

d

matter how it looks.

The
ii)g-no
drawing

Page 62

•

'

84.

.
Your child should talk about things he does.
him to

85.

J._ll

about things that happen to him.

tell

When he tells about things that have happened, help
him to tell things in the right order.
-the first part first and the last part

86.

Ask

You can

~lso

He should tell

.

last

show your child pictures and ask him to
pictures

talk about these

'
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87.

Encourage your child to talk to you and to talk to
others. He will learn the names of people, places, and
thir~gs

by listening and talking. He \\:ill learn many

new words by

88.

'

and

Encourage your child to ask questions. Children
team much by asking questions. Always give your
child an honest

to his questions.

Page 64

listening
talking

.
answer

•

0

89.

Talking with your child about what is going on in
the news. about a television program he has seen,
about a picture, or about a place he has visited is:
You should
'have checked:

(check one of the following)
_ _ _ A good idea.

--- A bad idea.

A good idea

Page 65

.

•

90.

Your child should know the differences between
right and left, in and out, over and under, and up and
down

Page 66

•

1

UP

I
I

~-_I- 91.

A large box (the kind in which<a television or
refrigerator might be shipped) can be used. Give
your child directions, such as, "get in the box,"
"stand to the right of the box," "hold your doll
over the box," or "get under the _ _ _ "

Page 67

box

•

92.

Size words such as big and little or large and
can be learned by picking the

bigg~st

or smallest out

of. a· group of things or pictures of things of difsmall

f eren t sizes.

93.

.

Asking your child to pick the biggest or smallest
one out of a group helps him learn about big and
l

little

Page 68

....

•

94.

You should also help your child learn about near and
far, front and back, high and low, and on and _ __
'

95.

off

Talking to your child about these words is important.
If you are going to the store, you might say things

like: 'We are going to a little store." "It is near."

"I am getting in the car." "You sit on the seat."

"I will turn on the car." "We are turning left."
"The traffic light is red." "The trunk is in the
back

b _ k of the car."

Page 69

•

I

96.

Putting thing<> into the right group, or class, is also
important.

If you showed your child a picture of a

cow, a horse, a dog, and a lion, the child could tell
you that all are pictures of animals.
class, or g _ _ __

97.

Animals is the
group

Show your child a group of pictures and ask him to
tell you which one doesn't belong.

Ask him to tell

yoti why it doesn't - - - - - - , too.

98.

belong

Give your child things that can be sorted, or placed,
into several different groups.

Then ask him to sort

them and tell you why he put them into different
g _ _ _ __

Page 70

groups

•

99.

It is very important that your child learn to recognize

things that are alike and things that are different.
Show your child a group of things which all are alike,
excc::pt for one. Ask the child to point out which
one is different and tell you why it is

100.

different

Show your child real things and ask him to tell you
differences.

about likenesses and

Page 71

...
•

101.

It is very important that you take your child places.
The city, planetarium, aquarium, and circus are;
(check one of the following)
_ _ _ Good places to take your child.
_ _ _ Bad places to take your child.

Page 72

You should
have checked:
Good places to
take your child

102.

. There are many zoos, museun~s, parks, movies,
parades, and forest preserves that are good places
to take your _ _ __

Page 73

child

r

'

0

0
0
103.

Right in your own neighborhood, you will find many
places to visit.

The library, fire-station, police-

station, shopping center, and school are all places
you can walk to and

104.

v

.

Many people work in your community.
people are called community helpers.

visit
These
Policemen,

firemen, teachers, librarians, bus-drivers, doctors,
and telephone operators are all

105.

r----

community
helpers

Your child should get to know the community
helpers.

You can take your child to visit many

community helpers.

You can als,o tell him about

the different jobs the

community
helpers

do.

Page 74

106.

!\1ost children do not get to know very many people
befo1•e they start school. The people they do know
usually live close to their own home. Yet, there
are many different people in many different parts of
the country and in many

parts of the

world.

different.

Page 75

r.

•

107.

You can help your child learn about people all over
the world in many ways.
your child.

You can take trips with

You can show your child books, maga-

zines, television programs, and movies about life
in other parts of the

w

world
'

108. . H~lp your child to understand that people are alike
in many ways and different in many ways.
him to respect and love all

Help
people

.

Page 76

r
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109.

You can help your child understand what reading is.
People read many things.

They read pictures, maps,

!lumbers, words, and even othef' people. Words are
· not the only things we

110.

read

r

Reading is getting meaning from something. If we
look at the picture above, we get meaning from it.
'1Ve are

ing the picture.

Page 77

.
reading

r.
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111.

-----·----~--

Children must understand that all people have ideas
and thoughts.

We can tell others about our ideas

and thoughts in many ways.

We can draw a picture.

When others look at the picture, they will know
son1ething about our ideas and

thoughts
,

112.

We can also tell others about our ideas and thoughts
by speaking.

When we say the word "dog." we use
, or thought

the word as a symbol for the

idea·

of a dog.

113.

The word "bird" is a

s

for the

symbol

idea of a bird.

Page 78
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114.

v

We can also tel1 others about our thoughts and
ideas by writing them down.

We use letters as

symbols for the sounds in the words.
others

When

what we have written,
read

they get meaning.
115.

Name three ways we can tell others ahout our
thoughts and ideas.

(You may look back.)

You should have written
something about:
1. Drawing a picture.

2. Speaking.
3. Writing.

Page 79
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116.

r

I

\ \ \
\

\

1

Your child should first learn to read pictures.

Show

him a colorful, interesting picture and let him tell
you all about it.

He will be

the

picture.

117.

reading

You should also write your child's name often.

Write it on his artwork, on his books, or on his
toys.

Tell him that the letters spell a word that

means him.

DO NOT make your child learn to

write his name.

You only want him to understand

that we use words as

s

thoughts, ideas, people. things,

for
place~,

etc.

Page 80

symbols

.

-----

118.

Read to your child as often as you can.

- - - - - - - - - - - - ------

He will

notice that there is meaning in the words and
pictures in the

119 .

and

120.

book

Be sure there are many books, and magazines in
. ·your home.

Let your child look at the

111

b

often.

books
magazines

It is important that you teach your child how to
A

take care of books.

Do not let your child tear or

write in the

books

Page 81

'
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121.

.

Show your child
the front and back of the book.
.
Help him to learn to turn the pages in the book the
right way.

Let him see th::i.t you look from the

top of the page to the bottom of the _ __

Page 82

page

•

123.

Just as Torn is the name of a boy, four is the
_ _ _ of the amount.

Page 83

name

I 24.

The name (number) that stands for the amount
three

!Je!OW lS - - - -

Page 84
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125.

J

You can show your child that a number is a name
for an aniount by having your child count

r~al things~

not just saying the names of numbers when he is
c

126.

ing.

counting

You. can also show your child pictures for each

•

127.
'

number

Songs and rhymes, like "Three Little Indians," or
"One, Two, Buckle Jl,f y Shoe," help your child

.

learn about

munbers

n

Page 85

-

TAKE A BREAK.
children. t:ilk to

:i

~o

play with your

friend. get a cup

of coffee. or do anything you'd like
to do. When you feel like finding out
more about how you can help your
child learn before school starts.
CO\IE BACK.
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128.

You can teach your child his name, address, and
telephone number by playing.games. A toy
telephone is a good way to teach your chil_d his

'

129.

telephone
number

Playing rnailman and gidng your child old mail can
address

teach your child his

,

Page 87

..
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130.

\.

Teach your child about basic shapes before school
starts. There arc many shapes ·all around.

If your

television screen happens to be square, tell your
child about it. Tell him that the doQrknob is a
Point out other shapes.

131.

circle

Let your child look all around and find as many
· - - - - - - as he can. Talk to him about

color, too. Tell him the color of things that are
shapes

all around him.

Page 88
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132.

You can teach your child about science everyday.
Talking to your child about why it rains, what
makes day and night, and how f>lants grow teaches
science

·about s

133.

You can even do simple science experiments. Show
your child what happens to water when you put it

.

into the freezer or when you heat it. This experiment helps teach your child some simple s

Page 89

science

...

-:

. -··-

134.

tape me&su1·e on the wall and
every few weeks.
t
135.

Put a piece of
his heipat on the

Let your child see how tali he grows.

Weigh your child often.

m~rk

t~pe

'
Do not teach hbn to

the scale, but tell hi.'U how mt!ch he

136.

~

s.

\"I

,,

we!;.'ls

If you show your child what hnppens to a p!ant if it
is kept in the dark, or mark his hc!;;.'tt on a
are doing a simp!e science

~pe.

you

t.

e

Page90

'

exPeriment

•

------- --------------

137.

You should have a thermometer in your house. Let
your child look at the thermometer when you read
it. Tell your child the temperature. You should not
teach your child how to read the thermometer, but
he will learn something about temperature and some. thing about what the

'

is
thermometer

i1sed for.

138.

You can help your child learn about clocks and
calendars by having clocks and calendars in the house
and-----

and by talking about
everyday.

Page 91

calendars
clocks

- ---·--

•

139.

If you let your child mark off each day on the
calendar, you will help him learn about the
calendar

140.

Telling your child that his birthday is one week

•

from ·today, on May 29th, and showing him wheFe
today is and where his birthday is helps your
child learn about the
141.

calendar

.

Telling your child that his favorite television

.

program comes on at 7:00 p.m. or that his sister

will be home in an hour are good ways to teach
your child about

t

time

e.

Page 92
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1142.

Children like to help.

They learn by helping.

You

can let your child help you with many small jobs.
Drying the dishes, dusting, and setting the table are
all ways that you can let your child
143.

Your child can learn much if you let him help you
cook.

He will learn about foods, about measurement,

and about heat and cold.

Your child will enjoy

helping you
144.

help

~1any

cook

times your child will save things that you might

think are junk. Your child does not think that these
things are junk.
to your child.

They are very important and valuable
You should:

(Check one of the

following.)
Throw these things away so his
_ _ _ room is neat.
___ Let him save these things.

Page 93

.You should have
checked:
Let him save these
things.

.1

·'

145.

Holidays are very special days for children.
Tell your child why we celebrate the different
holidays
..

146 ..

'

Let your child help get read)'. for holidays. Making
decorations, helping you cook, trimming the
, Christmas tree, or helping carve a pumpkin are all
ways that your child can

.

get ready for
help

holidays.

Page 94
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147.

- - - - - - --------

Before your child starts school, he should know what
school

to ex pcct in

148.

You should tell your child that there will be other
'
-children in school. You should also tell your child
school

about the things he will do in

149.

------~---

Give your child things to do in which he must think
for himself and work quietly.

Thinking and working

quietly are things he will have to do in

Page 95

.
school

----

----~

•

1SO.

Give your child some responsibilities, or things he is
expected to do. Asking a child to mail a letter or
telling a child he must see that his toys arc picked up
responsibilities

are all - - - - - - - - -

Page 96
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Children like to take care of themselves. Help your
child learn to

152.

'

tal~e

. of his own body.

Teach your child the right way Jo take a bath and
the right way to brush his

153.

care

teeth

Ask your child to show you where the different
parts of his body are. Asking him to point to

.

his mouth or his knee helps him to learn his
body p

.

'

Page 97

parts

•

154.

You can also help your child learn how to dress and
undress himself by giving him a chance to do these
things for himself. If you never let your child try to

1SS.

dress and undress himself, he will never

learn

You can show your child how to tie his

shoes

Page 98
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------I "Id a chance
Children love pe ts . Give your c 11

to learn about a nd care for a

Page 99
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157.

If you have room, your child can learn much by
caring for a g _ _ _ _ . He can plant, water,
and weed it.

garden

Page 100
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for himself. Which of the following is the best way
to let a child make decisions: (Check one of the
following.)
Tell the child he is wearing his
blue shirt today.
Ask the child if he would rather wear
his blue shirt or his red shirt.

159.

~tany

You should have
checked:
Ask the child
if he would
rather wear his
blue shirt or
his red shirt

times it is a good idea to give a child a small

amount of money. The child decides what he will
do with the
'
160.

himself.

You can teach your child about saving if you give

money

.

him a small bank. Let your child put coins in his
bank

Page 101

I 161.

All children must learn to live and work in a world
with other people. To learn to get along in a world
with others. children must have many chances to
work and play with other c_ _ _ _ __

162.

children

Playing with other children is an important part
of growing up. Your child can learn to cooperate,
share, and listen politely by

ing with
playing

other children.
163.

It is important that your child know right from wrong.
Telling your child ''NO, do not do that," or "STOP,
that is wrong," does not make you a mean parent.
You must tell your child what things are r_ _ _ __

'

and what things are w_ _ _ __

Page 102

right
wrong

..

I
164.

/

Children need good food and lots of rest to grow up
healthy and well.
·all the right

Be sure y9ur child eats enough of
and gets enough.

food
sleep

at night.

165.

Be sure your child is healthy.

If he is always sick,

he will not feel like playing and learning.
child gets sick now and then, but
wrong if your child is always

.Every

somethi~1g

s
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166.

Baby teeth are very important! Take your child
to the dentist to be sure his

are

healthy.

167.

--

teeth

Good eyes and good ears are needed for a child

.

to learn all he can. Be sure your child's eyes and
are checked often by a doctor.
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ears

...
•

168.

You know that you love your child, and you must
make sure that your child knows that you
.him, too.

169.

'

love

If your child knows that you love him, he will feel
safe. He will be happy and comfortable in all his

.

Jiving and learning. Give your child the security

.

of your

Page 105

love
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DISADVANTAGED MOTHERS' PRE•TEST
Mother's name

APPENDIX B:

I

Home address
Number of children ir
Ages of children

Mother's Age

MEASURING INSTRUMENTS

~~

Please circle the highest grade the mother finished in school:
kg.

:z: '

1st

2nd

3rd

4th

5th

6th

7th

8th

9th

r =x:::=r=r
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1

10th

11th 12th
1

,

'

,

college
.;:r:-·,

1 1

Read the sentences below. Circle "T" if you think the sentence is true.
Circle "F" if you think the sentence is false.
T

F

The learning that takes place before a child starts school is
very important for the learning that will take place in school.

T

F

If a child is to enjoy learning, it is important that the child
feel success when he is learning.

T

F

Before children start school, they can learn some things about
science right in the home.

T

F

There are six senses.

T

F

T

F

Parents should teach children to print their names before the
children start to school.
Words stand for, or are symbols for, thoughts.

T

F

Reading and writing are the only two ways that people symbolize
their thoughts.

T

F

It takes practice for a child to learn to understand his senses.

T

F

If a preschool child gets tired of doing an activity,·and bas not
finished doing it, parents should make the child continue until
he has finished.

T

F

A number is a name for an amount.

T

F

It is not good for a child to play "make-believe 11 in the years
before he starts to school.

T

P'

T

P'

Children should learn to read pictures before they learn to read
words.
If a preschool child has parents to talk to and to play with for
most of the day, the child does not need to be around other
children.

T

F

A child's "baby teeth" are important.

T

F

Parents should teach their ·preschool children to read the
bathroom scale and find out how much they weigh.

T

F

Most children scribble between the ages of two and four.
Sometimes children scribble until they are as old as six.

T

F

T

F

Parents should not let children save
before they start to school, because
does not teach them to be neat.
Children can learn about things that
are different even before they start

T

F

A preschool child is too young to follow directions.

T

F

The preschool child does not need toys.

many things in the years
saving a lot of ''stuff"
are alike and things that
to school.

Please place an 11 X" on the line next to the person you think is a
child's most important teacher:
first grade teacher
kindergarten teacher
parent
high school teacher
Please list three community helpers that parents can teach their
children about before the children start school:
l.

2.
3.
Please list three ways that a child can express himself in the years
before the child starts to school:

1.
2.
3.
Please list three ways a parent can give a preschool child jobs or
responsibilities:
1.

2.
3.
Please list three ways a parent can help a preschool child le.am to
use and understand his sense of sight well:
1.

2.
3.
Please list three places that your preschool child should visit before
he starts to school:

1.
2.

3.
Books and paper are only two of the many things that should be in the
home during the years before the child starts to school.
List as many
other things as you can:

DISADVANTAGED MOTHEU' POIT•TEIT
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Mother's name

Mother's Age

Home address
Number of children in the family
Ages of children ~

--

Please circle the highest grade the mother finished in school:
kg.
t: ,

1st
1 z

2nd

z z

3rd
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4th
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5th

6th

7th

8th

9th

10th

11th 12th

college
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Read the sentences below. Circle "T" if you think the sentence is true.
Circle "F" if you think the sentence is false.
T

F

T

F

The learning that takes place before a child starts school is
very important for the learning that will take place in school.
If a child is to enjoy learning, it 1& important that the child

feel success when he is learning.
T

F

Before child~en. start school, they can learn some things about
science right in the home.

T

F

There are six senses:

T

F

T

F

Parents should teach children to print their names before the
children start to school.
Words stand for, or are symbols for, thoughts.

T

F

Reading and writing are the only two ways that
their thoughts.

T

F

It takes practice for a child to learn

T

F

If a preschool child gets tired of doing an act:l.vity.·and has no.t
finished doing it, parents should make the child C.ODtiAue UDt11
he has finished.

T

F

A number is a name for an amount.

T

p

It is nGt good fOT a .child to pl.a' "make-b-eli....,.. 11 in the years
before he starts to school.

T

F

T

F

Children should learn to read pictures before they learn to read
words-.
If a preach~ol child has parents to talk to and to play with for
most of the day, the child does not need to be around other
children.

T

p

A child's "baby teeth" are important.

T

p

Parents should teach their ~reschool children to read the
bathroom scale and find out how much they weigh.

T

F

Most children scribble between the ages of two and four.
Sometimes children scribble until they are as old as six.

T

F

T

F

Parents should not let children save
before they start to school, because
does not teach them to be neat.
Children can learn about things that
are different even before they start

T

p

A preschool child is too young to follow directions.

T

F

The preschool child does not need toys.

~c

peo.pl~

aymbolize

understand his senses.

many things in the years
saving a lot of "stuff"
are alike and things that
to school.

Please place an "X" on the line next to the person you think is a
child's most important teacher:
first grade teacher
kindergarten teacher
parent
high school teacher
Please list three community helpers that parents can teach their
children about before the children start school:

1.
2.
3.
Please list three ways that a child can express himself in the years
before the child starts to school:

1.
2.
3.
Please list three ways a parent can give a preschool child jobs or
responsibilities:
1.

2.

3.
Please list three ways a parent can help a preschool child learn to
use and understand his sense of sight well:

2.
3.

Please list three places that your preschool child should visit before
he starts to school:
1.

2.
3.

Books and paper are only two of the many things that should be in the
home during the years before the child starts to school. List as many
other things as you can:

r

ADVANTAGED MOTHERS' TEST • Rlis Park
Moth•r's name

Nother's A8e

Home address
Number of children in the family
Ages of children

~~

Please circle the highest grade the mother finished in school:
kg.

1st

2nd

3rd

4th

5th

6th

7th

8th

9th

10th

11th 12th

college

Read the sentences below.
Circle "T" if you think the sentence is true.
Circle "F 11 if you think the sentence is false.
T

F

The learning that takes place before a child starts school is
very important for the learning that will take place in school.

T

F

If a child is to enjoy learning, it is important that the child
feel success when he is learning.

T

F

Before children st.art school, they can learn some things about
science right in the home.

T

F

There

T

F

T

F

Parents should teach children to print their names before the
children start to school.
Words stand for, or are symbols for, thoughts.

T

F

Reading and writing are the only two ways that people symbolize
their thoughts.

T

F

It takes practice for a child to learn to understand his senses.

T

F

If a p=sschc~l c~ild gets tired of doing an activity, ·and has not
finished doing it, parents should make the child continue until
he has finished.

T

F

A number is a name for an amount.

T

F

It is not good for a child to play "make-believe" in the years
before he starts to school.

T

F

T

F

Children should learn to read pictures before they learn to read
words.
If a 7r~~~~~~1 c~ild has parents to talk to and to play uith for
most of the day, the child does not need to be around other
children.

T

F

A child's "baby teeth" are important.

T

F

Parents should teach their preschool children to read the
bathroom scale and find out how much they weigh.

T

F

Most children scribble between the ages of two and four.
Sometimes cPildren scribble until they are as old as six.

T

F

T

F

Parents should not let children save
before they start to school, because
does not teach them to be neat.
Children can learn about things that
are different even before they start

T

F

A preschool child is too young to follow directions.

T

F

The preschool child does not need toys.

ar~

six senses.

many things in the years
saving a lot of "stuff"
are alike and things that
to school.

r
Please place an "X" on the line next to the person you think is a
child's most important teacher:
first grade teacher
kindergarten teacher
parent
high school teacher
Please list three community helpers that parents can teach their
children about before the children start school:
1.
2.

3.
Please list three ways that a child can express himself in the years
before the child starts to school:
1.

2.
3.
Please list three ways a parent can give a preschool child jobs or
responsibilities:

1.
2.

3.
Please list three ways a parent can help a preschool child le.am to
use and understand his sense of sight well:
1.

2.

3.
Please list three places that your preschool child should visit before
he starts to school:
1.
2.

3.
Books and paper are only two of the many things that should be in the
home during the years before the child starts to school.
List as many
other things as you can:

B E F OR E

S C H 0 0 L

K I T

If a child is to get off to a good start when he begins going to school,
there should be many things in the home for him to work with and play
with during the preschool years.
This "kit" contains SAMPLES of SOME of the things f::~·.'it ~hi;;uld be· in
t:?1-a ho?!le of the preschool child.
The things in the "Before School Kit"
will not last for all the before school years.
The parent will have
to buy more things as they are needed. The ·~efore School Kit" does not
contain a sample of everything that should be in the home during the
preschool years.
A list of the things found in the "Before School Kit"
and a list of other important things not found in the ''Before School Kit"
follows:
Things found in the "kit"
crayons
scissors
paste
construction paper
(assorted colors)
manila drawing paper
finger-paint paper
lined paper
book
ruler
pencil
puzzle
clay
finger-paint

APPENDIX C:
I

Kit Instructions

Important things not found tn the '•kit"
rattles
bathtub toys
stuffed toys
blocks
push-pu.J..l toys
dolls
dollhouse
toy stoves, refrigerators, etc.
trucks and cars
musical toys
trains
wagon
tricycle .
doll bu6gies
sand boxes, pails, shovels, etc.
table and chair set
toy telephone ·
toy cash r~gister:
blackboard
costumes
doctor or nurse kit
simple games
balls, ballo·ons
pegboard
play furniture
puppets
sled
, tool set
records
rocking horse
inflatable, or "blow-up" toys

APPENDIX D

Early Childhood Journals

Child Development• University of Chicago Press for the Society for
Research in Child Development
Childhood Edu,caUon • Association for Childhood Education International
Chp.dren • Superintendent of Documents, Children's Bureau

MtrrW•Palmer

guar~erlx

• lVlerrUl·Palmer Institute

Yo\.ffiS Children .. National Associaiion for the Education of Young Children

APPENDIX E

Organizations Publishing Early Childhood
Pamphlets
Association for Childhood Education International
Bank Street College of Education
Children's Bureau of the Department of Health, Education, and We1£a.re
Child Study Association of America
Child Welfare League of America
National As•ociation for the Education of Young Children

National CowicU ,·of' Jewish Women
National Education Association

Government Printing Office

APPROVAL

SHEET

The dissertation submitted by Barbara Schaller Kuczen
has been read and approved by members of the Department of

Curriculum - School of Education.
The final copies have been examined by the director of
the dissertation and the signature which appears below verifies
the fact that any necessary changes have been incorporated and

that the dissertation ls now given final approval with reference
to content and form.
The dissertation is therefore accepted in partial fulfillment
of the requirements for the degree of Doctor of Philosophy.

Signature of Adviser/'

